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ABSTRACT 
The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to post-graduation success (PGS) after 
attending an all-male middle school boarding program (MSBP) for low-income students (LISs) 
in an urban community in the southeastern United States.  The theory that guided this study was 
invitational theory by Purkey as it explains the relationship between the entire culture within the 
school.  Semi-structured interviews, focus groups, and a song selection response activity were 
utilized to collect data from 12 participants.  Moustakas’ steps for transcendental 
phenomenological research were conducted to analyze the data, including the Epoche process, 
transcendental phenomenological reduction, imaginative variation, synthesis, and descriptions of 
the essence.  To further understand the success stories of students from the MSBP, the following 
central research question guided the study: What are the experiences of males who attended a 
MSBP for LISs and persisted to PGS?  Sub-research questions addressed the positive 
experiences and barriers students faced within the MSBP, and they described their 
accomplishments and abilities in navigating challenging situations after middles school in light 
of attending the MSBP for LISs.  Results verified that the MSBP contributed to the academic, 
emotional, and social development of participants during the MSBP, high school, and post-
graduation.  Analysis revealed six themes that contributed to the participants PGS: (a) character 
development, (b) social capital, (c) structured environments, (d) exposure experiences, (e) a band 
of brothers, and (f) high expectations.  Future research should focus on more models of MSBPs 
for LISs and the perspectives of other stakeholders in verifying factors that contributed to PGS. 
Keywords:  low-income students, boarding program, post-graduation success, 
transcendental phenomenological study  
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CHAPTER ONE:  INTRODUCTION 
Overview 
 Male, minority low-income students (LISs) are at an increased risk for high school drop-
out over their more affluent and female counterparts (Sanacore, 2017).  There have been 
initiatives with single-gender education and focus on increased funding in Title I schools, which 
have a higher percentage of LISs without any significant improvements in statistics (Johnson, 
2015; Sanacore, 2017).  Boarding schools for LISs are a new initiative in seeking to improve the 
educational success of these students (Bass, 2014; Curto & Fryer, 2014).   
Chapter One includes background information regarding the academic deficiencies of 
male youth from low-income environments.  Boarding school programs are discussed as a 
possible solution for decreasing the academic deficiencies that male, LISs face.  To date, 
however, there is limited qualitative research that focuses on long-term benefits and the success 
of students who attend single-gender middle school boarding programs (MSBPs) for LISs.  
Therefore, the problem was that there is an absence of qualitative data that demonstrates the 
long-term benefits of a MSBP for LISs.  The purpose of this transcendental phenomenological 
study was to describe the experiences of high school graduates who persisted to post-graduation 
success (PGS) after attending an all-male MSBP for LISs in an urban community in the 
southeastern United States.  Hence, the goal for the study was to bring attention to MSBPs for 
LISs by using qualitative data to reveal the perspectives of students who attended the program 
and reached PGS.    
Background 
 Male youth, particularly blacks, are in danger of school failure in much higher rates than 
any other demographic (Johnson, 2015).  Orrock and Clark (2018) cited that, in 2008, 47% of 
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black males dropped out of high school nationally.  The effects of this failure leads to outcomes 
that create lifetime difficulties for the student and the community (Sanacore, 2017).  Johnson 
(2015) stated “Nearly 40% of Black males will be jobless, unemployed, or incarcerated by 2020” 
(p. 909).  Increasing academic attainment for male LISs reduces the chances of these students 
becoming engaged in the justice system, which is an economic cost for society (Crier, 2015).   
Curto and Fryer (2014) discussed the public benefit of converting a high school dropout to a 
graduate as being more than $250,000 over the course of the graduate’s lifetime.  This suggests 
that larger investments in minority males at risk for dropout should be a priority.  Boarding 
schools for male LISs were explored within this study as a means for addressing the risk factors 
associated with school failure among this demographic in order to promote lifetime success. 
Historical Background 
Boarding schools have been utilized as a transformative framework since their beginning 
over a thousand years ago (Bass, 2014).  Boarding schools are defined as schools that provide a 
housing component with students residing and receiving their education at the school (Martin, 
Papwork, Ginns, & Liem, 2014).  For the purposes of this study students participated in a five-
day boarding program model that housed students during the weekday and provided them with 
time at home on the weekend (Curto & Fryer, 2014).  Five-day model boarding programs are a 
newer concept in boarding schools to alleviate some of the risk factors faced by LISs within 
seven-day boarding programs, including homesickness, loss of identity, and parental detachment 
(Curto & Fryer, 2014).  Boarding programs facilitate monitoring and management of students’ 
daily activity and prevents many of the negative outside influences, such as gangs and violence 
that occur within LISs lives (Bass, 2014).   
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Historically, boarding school programs in America were created for white students from 
affluent backgrounds and they had a religious affiliation (Behaghel, de Chaisemartin, & 
Gurgand, 2017).  Parents wanted their children to be educated in the same place where they 
resided.  When Native Americans began to be required by the government to attend boarding 
schools as a way to assimilate into American society and eliminate their culture, boarding 
schools started to receive negative views (Gram, 2016).  However, for African Americans 
boarding school programs have been historically advantageous as they have allowed them to 
receive an education that prepared them for college, trades, and the workforce (Bass, 2014).  It 
has been within the past three decades that boarding schools have begun to become available for 
troubled teens and marginalized groups as a means for social and academic improvement (Curto 
& Fryer, 2014).  
Marginalized groups, such as LISs of color, typically do not maintain successful 
enrollment within elite boarding school programs (Martin et al., 2014; Oeur, 2017).  A MSBP 
specifically for LISs can provide the necessary experience needed to allow students to be 
successful within elite environments and aid in PGS (Curto & Fryer, 2014).  Social capital that is 
created intentionally through cohort and mentor programs, such as the MSBP, serve as a vital 
foundation for students and are a constant support system when facing any academic or social 
challenges (Cox, 2017; Galindo, Sanders, & Abel, 2017; Hurd & Zimmerman, 2014; Jack, 2014; 
Schafer & Vargas, 2016).  Given that LISs have more difficulty in private high schools and elite 
colleges than their more affluent peers (Jack, 2014), MSBPs have the ability to prepare LISs for 
these environments post their middle school experience. 
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Social Background 
In comparison to females and students from higher-income backgrounds, inequalities 
have existed in the school, home, and community environment for males from low-income 
environments (Buckley, 2018; Gordon & Cui, 2018; Sanacore, 2017).  Differences in motivation 
and work-ethic were reported to be different for male versus female students across 
socioeconomic statuses (SES) (Dekker, Krabbendam, Boschloo, de Groot, & Jolles, 2013; Theis 
& Fischer, 2017).   One of the results of the inequities in education for male LISs is the 
achievement gap (Goodkind, 2013; Williams & Bryan, 2013).   As a result of the achievement 
gap, males have lower grade point averages (GPAs) and test scores, and fewer opportunities for 
scholarships than their higher-income and female counterparts (Crier, 2015; Hebert, 2018).   
These academic challenges are all obstacles to PGS and may produce mindsets that prevent 
students from becoming productive citizens within society (Williams & Bryan, 2013; Wilson, 
2016).  The academic inequalities that may be attributed to income challenges may be alleviated 
by attending a boarding program (Behaghel et al., 2017; Curto & Fryer, 2014).   
Another inequity is parental involvement in homes of LISs versus those who are more 
affluent (Inam, Nomaan, & Abiodullah, 2016; Owens, 2018).  Inequitable parental involvement 
contributes to not only the academic achievement gap, but similarly to disparities in access to 
quality educational experiences outside of the school, such as after-school programs, tutoring, 
and educational summer camps (Dubois & Keller, 2017).  Boarding schools aim to alleviate 
some of the issues with parental involvement by providing dorm parents who are responsible for 
the students during after-school hours (Curto & Fryer, 2014; Martin, Papworth, Ginns, & 
Malmberg, 2016).  Furthermore, MSBPs provide mentors for students who can serve as positive 
adult role models to decrease these struggles and act as a longitudinal source of social capital for 
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students (Hurd & Zimmerman, 2014; Lakind, Eddy, & Zell, 2014; Lindt & Blair, 2017; Owens, 
2018; Schafer & Vargas, 2016; Wolf, Gennetian, Morris, and Hill, 2014).   
In addition, males from low-income backgrounds face higher dropout rates, truancy, 
delinquency measures, and lower PGS rates than those from higher-income backgrounds and 
females (Hebert, 2018).  All of these negative factors can contribute to criminal activity among 
males, which is a detriment to the community (Brooms, 2015; Buckley, 2018).  Criminal activity 
leads to incarceration and can begin or continue a cycle that is sometimes generational in 
families (Jackson, Sealey-Ruiz, & Watson, 2014).  Boarding schools for LISs were created to 
eliminate some of the risk factors associated with adverse childhood experiences (ACEs), such as 
having an incarcerated parent (Curto & Fryer, 2014; Essernio-Jenssen & Shenkman, 2015; 
Soleimanpour, Geierstanger, & Brindis, 2017; Woods-Jaeger, Cho, Sexton, Slagel, & Goggin, 
2018).  When one parent is incarcerated, the other parent often experiences diminished social 
capital, increased financial difficulties, and higher levels of emotional instability, which impact 
the student’s health, self-esteem, and may promote delinquency (Andersen, 2016).  MSBPs can 
provide male and female role models that do not replace the incarcerated parent, but can be a 
positive image in the student’s lives. 
Theoretical Background 
Invitational theory guided this study as it provides strategies for schools and other 
institutions to offer intentionally inviting people, places, policies, programs, and processes in 
order to motivate students to develop intellectually, socially, physically, emotionally, and 
morally (Purkey & Stanley, 1991; Shaw & Siegel, 2010).    Invitational theory focuses on a 
starfish analogy; a starfish uses steady and continuous pressure with its five arms to eventually 
overcome an oyster, which is its food.  In invitational theory, steady and continuous 
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improvement of the entire culture of the school within the five areas of people, places, policies, 
programming, and processes will allow a school to overcome any of its challenges (Shaw, 2004).  
Invitational theory is founded upon the democratic practice, the perceptual tradition, and self-
concept theory in order to increase student involvement and improve the self-esteem of students 
(Purkey & Novak, 2008).  Adolescents are aware of the stigma that is linked with coming from a 
low-income background and this can have negative implications for their self-esteem (Flanagan 
et al., 2014).  Low levels of self-esteem have been associated with less academic achievement, 
thus signifying the need for invitational theory within schools for LISs (Godfrey, Santos, & 
Burson, 2019; Stanley, Juhnke, & William, 2004). 
There are five basic assumptions of invitational theory, which are optimism, trust, 
respect, care, and intentionality (Purkey & Novak, 2008; Purkey & Stanley, 1991).  The goal in 
invitational theory is to transform the culture of the school around these five assumptions in 
order to provide a more enriching experience for all members of the school (Purkey & Novak, 
2008).  By making improvements in these areas within schools, invitational theory focuses on 
producing successful students (Purkey & Stanley, 1991).  Invitational theory necessitates 
involvement from everybody and a focus on cultivating everything within the school in order to 
reach its goal.  A ladder that focuses on levels of professional functioning is used to determine 
how intentionally inviting or disinviting professionals are in their interactions with students 
(Purkey & Stanley, 2008).  Evaluating professionals frequently using this ladder allows for 
continuous growth within a school to promote improved success for the students. 
Situation to Self 
Inequalities in academic and social achievement between lower-income male students 
and their female or higher-income peers are reported throughout research (Crier, 2015; Dwarte, 
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2014; Theis & Fischer, 2017).  During my career experiences within education, I have repeatedly 
witnessed these inequalities.  The findings of Wolf et al. (2014) indicated that “low-income 
children in households with high instability had more adverse schooling outcomes” (p. 408).  I 
strongly believe that these academic and social differences may be eradicated and I am dedicated 
to eliminating these barriers by being employed within schools that specifically and successfully 
serve LISs.  As there are not many models of MSBPs for LISs across the nation, I am employed 
as a teacher by a school that provides a boarding component in its middle school, but I did not 
have any prior engagement with the participants within this study.     
In social constructivism, people are interested in understanding the world that they live 
and work in and the researcher is active in the study (Schwandt, 2015).  As I was responsible for 
the interviews, I took an active role in the research.  An axiological assumption was present with 
this study as there are personal values that I believe in related to the need for equal practices 
within education for LISs that guided this study.  Creswell and Poth (2018) discussed the 
axiological philosophical assumption as one in which the researcher reports on their values 
throughout the study.  As I believe passionately in the necessity for transformations in 
curriculum, instruction, and equitable access to programs for LISs a transformative framework 
tone was present throughout this research.  I seek to bring change to education through research 
and/or program design and implementation that teachers and administrators use to bring reform 
for students from underserved backgrounds. 
During this study I had two positions at the school; I filled in as interim head of school 
under the direct supervision of a board while the founders of the school sought a replacement and 
I served as a fifth-grade teacher.  The elementary school component of the school, which I 
worked in for the previous six years, is a day program and the middle school is a five-day 
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boarding program.  I have a diverse educational background.  I received a Bachelor of Arts in 
Psychology from the University of Louisville (social sciences track), which allowed me to learn 
many of the risk factors for LISs.  I had the privilege of writing an undergraduate thesis there 
focusing on parental involvement with LISs and its effects on academic achievement.  After my 
undergraduate degree I received a Masters of Arts in Teaching in Elementary Education from the 
University of Louisville.  While getting my Masters, I was a part of the Minority Teacher 
Recruitment Program, which focuses on recruiting African American teachers to serve in Title 1 
Schools for LISs.  Six years after I started teaching I received an Educational Specialist Degree 
from Liberty University in Curriculum and Instruction, which led me to pursue an Educational 
Doctorate for Curriculum and Instruction from Liberty University with a desire to improve 
curriculum and instruction for students from low-income backgrounds.   
Problem Statement 
 The middle school years are a time of developmental changes that have a direct effect 
upon school achievement and life outcomes (Demissie & Brener, 2017; Dudovitz, Chung, & 
Wong, 2017; Park et al., 2018; Schwartz et al., 2015).  There are academic, emotional, and social 
struggles that occur during this developmental stage in the adolescents’ lives (Lindt & Blair, 
2017; Samuels, Tournaki, Blackman, & Zilinski, 2016).   More specifically, low-income males 
face life-changing risk factors that their higher-income peers and female counterparts do not, 
which decreases their academic, social, and emotional success (Brooms, 2015; Hebert, 2018; 
Prince & Nurius, 2014; Williams & Bryan, 2013).  The existing research literature on males from 
low-income environments primarily presents these negative outcomes rather than positive 
successes. 
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Males have higher rates of academic truancy and entry into behavioral special education 
programs than their female counterparts (Mitchell & Stewart, 2013).  LISs face academic, social, 
and emotional risk factors that hinder success (Park, Seo, Moore, & Kim, 2018).  A student’s 
experience in middle school can be a determinant for what happens in the rest of their education 
(Mickelson, 2015; Schwartz, Cappella, & Seidman, 2015).  Boarding school programs have been 
implemented to address risk factors associated with male LISs (Bass, 2014; Curto & Fryer, 
2014).  Curto and Fryer (2014) completed a quantitative study, which investigated whether the 
investment spent on students in boarding programs for LISs was worth the return.  They found 
that the boarding schools were effective in increasing academic achievement for LISs.  However, 
qualitative research involving boarding school programs for LISs is scarce.  There is no 
qualitative research that focuses on students who have attended any all-male MSBP for LISs.  
The quantitative results from Behaghel et al. (2017) indicated the need for more research on 
boarding programs for LISs while citing Curto and Fryer (2014) as one of the only articles 
currently on boarding programs for LISs in America.  Behaghel et al. (2017) found that boarding 
could be a disruptive form of schooling for weaker students overall and for stronger students 
until they have adjusted to their new environment.  Hence, the viewpoints, ideas, and opinions of 
minority LISs attending a boarding program who have overcome risk factors relating to gender 
and socioeconomic status needed to be heard to allow educators insight into the challenges and 
benefits of traditionally struggling students who are able to reach PGS after attending a MSBP.  
The problem was that there is an absence of qualitative data that describes the long-term factors 
of a MSBP to students’ PGS. 
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Purpose Statement 
The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  For this study, PGS was defined 
as graduating from high school and being either at least a sophomore in college, serving in the 
military, or working a full-time job for at least six months for an established organization.  
Boarding school programs for LISs offer benefits that aid academic and social success that are 
not offered in traditional public schools (Curto & Fryer, 2014; Martin et al., 2014).  Allowing the 
students to describe their experiences of the MSBP through a transcendental phenomenological 
lens and focusing on invitational theory (Purkey & Stanley, 1991), which addresses the entire 
culture and environment within the school to promote success adds to the literature on boarding 
programs for LISs.  Information regarding their MSBP experiences provided an essence 
description of the factors the traditionally struggling students acknowledge in their perseverance 
through and after their high school years. 
Significance of the Study 
 The participants within the study attended a MSBP for male LISs in an urban community 
in the southeastern United States and described their experiences of persisting to PGS.   All the 
students enrolled in the program were seeking solutions to academic deficiencies or social 
disparities faced by the students, which contributes to the concern of low-income, male 
achievement due to the achievement gap, dropout statistics, and male incarceration rates 
(Johnson, 2015; Sanacore, 2017).  There is limited qualitative research on boarding school 
programs that are specifically designed for single-gender LISs (Bass, 2014; Curto & Fryer, 
2014).    Therefore, it is significant to hear and understand the voices of students who have 
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experienced a single-gender MSBP for LISs and this study contributes to future research on the 
topic.  In addition, policy makers have questioned whether the government should invest in 
boarding programs for LISs as the cost is higher than traditional public and charter schools 
(Curto & Fryer, 2014).  Hence, it is significant to study the success of the MSBP from students’ 
perspectives in order to provide an essence description of their experiences that can be utilized as 
a contribution to research on this topic.   
Practical Significance 
 This study presents valuable information to school systems seeking to offer boarding 
programs for LISs as it provides a description of the experiences of students who have completed 
a MSBP, received their high school diploma, and persisted to PGS.  The rate of high school 
completion is lower for male LISs than female and higher socioeconomic status (SES) 
graduation rates (Bass, 2014; Oeur, 2017).  The study reveals the benefits and challenges of a 
MSBP from the students’ perspectives.  As middle school is a determinant for high school 
success (Johnson, 2015), it is significant to study a MSBP to obtain student perspectives of its 
impact on high school completion.  The results of the study provide information that may impact 
future decision-making regarding policies and procedures within boarding programs to possibly 
increase the graduation rate of male LISs.   
Additionally, the results of this study define the success of graduates who are male LISs 
as there is ambiguity concerning the success of high school graduates who come from low-
income backgrounds (Brooms, 2015).  Quite often, success is defined without regard of the 
individual circumstances of the student.  Roksa and Kinsley (2018) discussed how LISs are 
substantially less likely to earn college degrees, which is typically an indicator of lifetime 
success.  More importantly, the lack of access to adequate counseling and support services for 
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LISs places them in a position to be less likely to complete the college application and 
enrollment process (Murillo, Quartz, & Del Razo, 2017).  This study investigated graduates who 
are in various positions within their life that will be defined as successful entry within society, 
whether it be college (Hebert, 2018; Murillo et al., 2017; Roksa & Kinsley, 2018), military 
enrollment (Han, 2018), or a full-time job (Jackson et al., 2014; Stamper, Christopher, Babb, & 
Butterworth, 2018) that allows for independence and a purposeful life.  Stamper et al., (2018) 
discussed how there is a workforce that leads to positive life outcomes that requires more than a 
high school diploma, but less than a four-year college degree.  Parents, educators, and 
community members alike are able to view this study to determine how they can contribute to 
this body of research and provide opportunities similar to the experiences within boarding 
programs to contribute to academic, emotional, and social success for male, LISs facing multiple 
risk factors.   
Empirical Significance 
Several initiatives have been implemented in educational policy to improve the 
educational outcomes of male, LISs with limited success (Curto & Fryer, 2014; Johnson, 2015; 
Sanacore, 2017).  By adding to the limited research on this topic, this study produced more 
empirical and qualitative literature on the topic of boarding programs for LISs by providing long-
term benefits of a MSBP.  It has been found that improved academic achievement reduces the 
chances for LISs to become involved with the system for delinquency (Crier, 2015).  This study 
provided empirical evidence that a MSBP increases the likelihood for students to graduate from 
high school, which will decrease entry into the juvenile justice system for criminal behavior.  
This empirical evidence provides beneficial qualitative data to support the need for more funding 
for research of MSBPs.      
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Additionally, this study gave a voice to male LISs who have gone unheard (Moustakas, 
1994), completed high school, and persisted to PGS.  There was no research available regarding 
all-male MSBPs for students from low-income environments and their impact on high school 
graduation and PGS.  This gap in the research was explored in the current study by providing an 
understanding of the experiences of students who have acquired success post high school as a 
result of attending a boarding program in middle school.  This study provided a platform for 
these students to tell the story of their experiences of a program that contributed to their success.  
This warrants a need for continued investigation of the MSBP that could be reported across the 
nation in order to bring attention to this model to support advancement for LISs.   
Theoretical Significance 
Invitational theory promotes academic achievement and social/emotional success (Purkey 
& Stanley, 1991; Shaw & Siegel, 2010; Stanley et al., 2004).  Boarding programs provide the 
opportunity for schools to adopt the model of invitational theory, promoting academic 
achievement and social/emotional success, with their extended workday and hands-on staff.  This 
study explored the notion that more boarding programs for males from low-income backgrounds 
could possibly result from this research.   As improving self-concept is a major component of 
invitational theory, this study intended to provide a positive view of male, LISs instead of the 
negative view that is familiar to this population (Brooms, 2015).  This positive view provides 
administrators with information that allows them to transform their programming within 
boarding programs by utilizing invitational theory to contribute even more to the students’ 
motivation and well-being, which promotes self-concept.   
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Research Questions 
 The research problem addressed the need to understand the long-term benefits of the 
experiences of male students from low-income backgrounds who were a part of a MSBP.  Since 
the purpose of this transcendental phenomenological study was to describe the experiences of 
high school graduates who persisted to PGS after attending an all-male MSBP for LISs in an 
urban community in the southeastern United States the following research questions guided this 
study: 
Central Research Question   
What are the experiences of males who attended a MSBP for LISs and persisted to PGS?  
Moustakas (1994) discusses how the results of a transcendental phenomenological study aim to 
describe the perceived reality of the participants without including the preconceived ideas of the 
researcher.  Describing the experiences of these students provided an essence description of the 
MSBP, which was intended to provide information to the body of literature to improve their 
academic success. 
Sub-questions 
SQ1:  What are the positive experiences students encountered at a MSBP for LISs?   
There are positive experiences that occurred within the MSBP that helped students make 
academic, social, and emotional improvements.  Over time, boarding programs are significant in 
contributing to improvements in academic, social, and emotional success for students from low-
income environments (Bass, 2014; Curto & Fryer, 2014; Martin et al., 2016). 
SQ2:  What are the barriers students experienced at a MSBP for LISs? 
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There are challenges affiliated with the MSBP for LISs that must be noted within this 
research by the students in order to make the programs more effective.  Behaghel et al. (2017) 
and Martin et al. (2014) identified challenges of boarding programs within their study.  
SQ3:  How do the participants perceive their post middle school success in light of 
attending a boarding program? 
The experiences within the boarding program should continue to contribute to success 
when the student goes to high school and obtains PGS.  It is significant for LISs to build capital 
during their experiences at the boarding school so that they are able to access these resources 
when they are no longer there in order to promote success (Bass, 2014; Cox, 2017).   
SQ4:  How do the participants perceive the challenges overcome post middle school in 
light of attending the boarding program? 
Challenging situations will occur within everyone’s life and the experiences within the 
MSBP built skills that allowed the students to navigate these situations.  Based on their 
experiences within programs that focus on building positive trusting relationships, students were 
able to overcome challenging situations within elite boarding programs to develop academic, 
social, and emotional persistence (Brooms, 2015; Cox, 2017). 
Definitions 
1. Boarding program - Boarding programs are defined as schools that provide a housing 
component with students residing and receiving their education at the school (Curto & 
Fryer, 2014).  For the purposes of this study students participated in a five-day boarding 
program model that housed students during the weekday and provided them time at home 
on the weekend.   
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2. Low-income background - LISs can be identified by their qualification for free/reduced 
priced lunch services, which are based on federal poverty guidelines (Curto & Fryer, 
2014).    
3. Success post high school - Success post high school for the purposes of this study is 
defined as graduating from high school and being either at least a sophomore in college 
(Hebert, 2018), serving in the military (Han, 2018), or working a full-time job (Stamper 
et al., 2018) for at least six months for an established organization. 
4. Transcendental phenomenology - A qualitative research design that focuses on the actual 
reporting of the participants’ experiences with a thick, rich, and deep holistic description 
utilizing inductive analysis rather than focusing on the interpretations of their experiences 
(Creswell & Poth, 2018; Moustakas, 1994). 
Summary 
Qualitative research was conducted to share the experiences of male, minority LISs 
through a transcendental phenomenological research design.  The stories of students who have 
attended a MSBP for all-male LISs, graduated from high school, and reached PGS despite 
obstacles of gender and socioeconomic status were scarce at the time of this study, but are vital 
to improving their lifetime trajectories.  Therefore, the purpose of this transcendental 
phenomenological study was to describe the experiences of high school graduates who persisted 
to PGS after attending an all-male MSBP for LISs in an urban community in the southeastern 
United States.  Capturing these experiences provides information that could lead to 
transformations in school programs to benefit the academic, social, and emotional lives of males 
from low-income environments.  This research provides educators with information that could 
impact how they instruct; and government officials with the necessary knowledge to recognize 
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the need to provide funding for boarding schools for minority, male LISs.  Through a focus on 
invitational theory, as it explains the relationship between the entire culture and environment 
within the school to promote student success, this research includes implications for academic, 
social, and emotional achievement for students during the MSBP, high school, and post-
graduation. Semi-structured interviews, focus groups, and a song selection response activity 
provided data for analysis of the influence the MSBP had on the PGS of the students who 
attended.   
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CHAPTER TWO:  LITERATURE REVIEW 
Overview 
 This chapter includes an overview of invitational theory as it provides the framework that 
guided this study.  A review of the literature covers the development of students in their middle 
school years, risk-factors for low-income students, and single-gender education.  However, there 
was limited research on boarding schools for low-income students.  Themes from the literature 
provided a contextual background for the needs of minority, male, LISs during their middle 
school years as this typically determines high school outcomes for students and their lifetime 
career choices.  Themes within this chapter include (a) middle school as a tipping point for 
development, (b) the impact of a low-income background on development, (c) single-gender 
education, (d) boarding school programs for low-income students to combat risk factors, (e) 
supporters of boarding schools, and (f) opponents of boarding schools.  This chapter concludes 
with a summary on the topic and how this study addresses the gap in the literature.   
Theoretical Framework 
 This study was grounded in invitational theory as this theory provides a discussion of 
school factors that promote success for its students (Matyo-Cepero, Varvisotis, & Lilienthal, 
2017; Purkey, 1970; Purkey, 1978; Purkey, 2000; Purkey, 2006; Purkey & Novak, 1996; Purkey 
& Novak, 2008; Purkey & Siegel, 2003; Purkey & Stanley, 1986; Purkey & Stanley, 1991; 
Purkey & Stanley, 1994; Purkey & Strahan, 2002; Shaw, 2004; Shaw & Siegel, 2010; Shaw, 
Siegel, & Schoenlein, 2013, Stanley et al., 2004).  Students from low-income backgrounds are 
inclined to have low self-esteem (Purkey & Stanley, 1991; Purkey & Novak, 2008; Shaw & 
Siegel, 2010).  Invitational theory is derived from self-concept theory, which focuses on the 
concept that the “maintenance, protection, and enhancement of the perceived self are the basic 
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motivations behind all human behavior” (Shaw & Siegel, 2010, p. 108).  A focus on improving 
students’ self-esteem contributes to increases in students’ academic abilities (Flanagan et al., 
2014; Martin et al., 2016; Orrock & Clark, 2018; Purkey, 1970).   Invitational theory “addresses 
the total environment and culture of the school to present ways of creating and maintaining 
schools that are advantageous to safety, academic success, and improved self-esteem” (Stanley et 
al., 2004, p. 302).  The need to focus on the student from a holistic perspective is critical for 
minority, male, LISs due to the academic, social, and emotional risk factors these students face 
as a result of obstacles related to race, gender, and SES (Buckley, 2018; Johnson, 2015; Orrock 
& Clark, 2018).  Additionally, the boarding school component within this study for LISs was 
proposed to further enhance the perception students have of themselves to support invitational 
theory. 
The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  Dropout rates, academic truancy, 
alternative behavioral programs, and incarceration occur in higher proportions for minority, male 
LISs than for their female, white, or more affluent counterparts (Mitchell & Stewart, 2013; 
Sanacore, 2017).  Since the middle school experience is a predictor of students’ academic paths 
in high school and beyond it is vital to provide an effective school environment for students 
during this stage of adolescent development to combat the negative outcomes (Akos, Rose, & 
Orthner, 2015; Mickelson, 2015; Schwartz et al., 2015).  Blame for these negative outcomes is 
often placed on the quality of resources, instruction, and lack of student-teacher relationships 
within schools for LISs (Johnson, 2015; Kozlowski, 2015; Mansfield, 2015).  Invitational theory, 
with its focus on summoning the realization of human potential among its students, faculty, staff, 
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and parents, is pivotal in reducing social, emotional, and academic gaps for LISs (Stanley et al., 
2004).  When communication and actions within schools express the significance, ability, value, 
and responsibility of all its members, the by-product will be more successful students (Purkey, 
2000; Purkey and Stanley, 2008; Stanley et al., 2004). 
Invitational Theory 
 Invitational theory first appeared in the writings of Purkey in 1968 as an approach to 
teaching and learning that was focused on improving the self-concept of students (Matyo-Cepero 
et al., 2017; Purkey, 1978; Purkey & Novak, 2008; Shaw & Siegel, 2010).   Students from low-
income backgrounds have been found to have low levels of self-esteem and there is a significant 
need for improvement (Orrock & Clark, 2018; Purkey & Novak, 2008).  Improving the self-
esteem of LISs is significant in improving their academic, social, and emotional abilities 
(Godfrey et al., 2019; Purkey, 1970).  Improvement in academic, social, and emotional abilities 
of LISs during the middle school years is significant in contributing to success for these students 
in high school and beyond (Akos et al., 2015; Goldstein, Boxer, & Rudolph, 2015; Lindt & Blair, 
2017; Mickelson, 2015). 
Democratic practice, perceptual tradition, and self-concept theory are the three 
frameworks that helped to form invitational theory (Purkey & Novak, 1996; Purkey & Novak, 
2008; Shaw, 2004).  The democratic practice focuses on the principle that people who are held 
responsible for decisions should partake in making those decisions (Purkey & Novak, 2008).  
Within invitational theory, all members of the school have a voice in decision-making, which 
increases their motivation to achieve (Purkey, 2006).  Instead of a strict set of government 
procedures, democratic practice within invitational theory “focuses on developing continuous 
dialogue and mutual respect among people regarding shared aspects of their lives” (Purkey & 
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Novak, 1996, p. 37).  This development of mutual respect can lead to improved social 
intelligence for students and a belief that all members of the community are in it together 
(Godfrey et al., 2019; Purkey & Novak, 1996).  When LISs have mutual respect for teachers and 
staff, they are more likely to work harder and reach academic success (Brooms, 2015; Sebastian 
Cherng, 2017). 
The perceptual tradition takes on the notion that a person’s behavior is dependent upon 
their views of the world and themselves within it (Purkey & Novak, 2008; Shaw & Siegel, 
2010).  An important fundamental principle of the perceptual tradition within invitational theory 
is the necessity for students to be able to examine their own perceptions (Purkey & Novak, 
1996).  Perceptions are learned and can be reflected upon, which signify the importance of LISs 
changing their perceptions of themselves, others, and previous situations in order to move 
forward with optimism (Purkey, 2006).  Male, LISs hear a lot of negativity about themselves 
within their communities and the media (Brooms, 2015).  Therefore, it is significant for schools 
to provide curriculum and social interactions that focus on building positive perceptions of the 
students (Prince & Nurius, 2014; Purkey, 2000; Shaw, 2004).  If students within schools can 
view themselves in a positive manner, then they will be motivated to achieve regardless of race, 
gender, or SES (Orrock & Clark, 2018).  By iimplementing the various components of 
invitational theory within schools, MSBPs have the potential to improve the perceptions of the 
students. 
Developing self-concept is a lifelong process that begins at birth (Purkey & Novak, 
1996).  Self-concept is built and it is a theory that deals with the truths that people believe about 
themselves (Purkey, 2000; Purkey & Novak, 2008).  The theory of self-concept is a driving 
factor of all behavior and a significant influence of people’s capability (Orrock & Clark, 2018; 
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Prince & Nurius, 2014; Watson, 2017).  All the risk factors that are obstacles for minority, LISs 
are an attack on their self-concept (Johnson, 2015).  Schools must focus on creating an 
environment within schools that works to build the self-concept of students instead of tearing it 
down (Prince & Nurius, 2014; Purkey & Novak, 1996; Purkey, & Strahan, 2002; Stanley et al., 
2004).  Specific to this study, self-concept is the least stable within the middle school years 
(Watson, 2017).  Invitational theory offers assumptions that provide a framework for positively 
building students’ self-concept (Purkey, 1978; Purkey, 2000; Purkey & Novak, 2008).  As 
schools are the second most important component of building self-concept outside of the home 
(Watson, 2017), the MSBP has a great chance of helping students see themselves and their 
abilities in a positive manner in order to build up their self-concept. 
 Four assumptions of invitational theory.  The four assumptions of invitational theory 
are based on psychological and philosophical notions that stress the positive development of 
individuals (Matyo-Cepero et al., 2017; Purkey, 1978; Purkey & Siegel, 2003; Shaw & Siegel, 
2010).  The first assumption is based on respect and states that “People are able, valuable, and 
capable of self-direction, and should be treated accordingly” (Shaw & Siegel, 2010, p. 108).  
When minority, male, LISs can realize their value within society, they are more prone to 
overcome the obstacles they face due to their race, gender, and SES (Brooms, 2015; Buckley, 
2018).  Treating students with respect promotes positive self-concept (Godfrey et al., 2019; 
Purkey, 2006; Purkey & Strahan, 2002), which enhances their academic success continuing into 
higher education (Orrock & Clark, 2018; Prince & Nurius, 2014; Sebastian Cherng, 2017).  
Priority must be placed on creating an atmosphere of respect within every aspect of the MSBP 
from the school day to dorm life to create the most success for the students. 
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The second assumption is based on trust and states, “Healthy living is a cooperative, 
collaborative alliance in which process is as important as product” (Stanley et al., 2004, p. 304).  
When students are able to trust the faculty, staff, and peers within their school they will work 
hard to maintain a safe and successful school (Watson, 2017; Williams & Bryan, 2013).  It is the 
responsibility of teachers to build hope for the future within the students they serve by 
establishing trust (Galindo et al., 2017; Purkey, 2006).  In order to build hope for the future 
within their students, teachers must model characteristics of reliability, consistency, 
dependability, personal authenticity, and truthfulness (Purkey & Siegel, 2003; Raudenbush, 
2016).  There are challenges that come with LISs and their ability to develop trust due to adverse 
situations that may occur within their environments as a result of financial inequities or 
involvements with trauma (Leitch, 2017; Raudenbush, 2016; Soleimanpour et al., 2017; Woods-
Jaeger et al., 2018).  However, invitational theory focuses on overcoming challenges in order for 
every student to reach their utmost potential (Purkey & Novak, 2008).  The MSBP has the ability 
to address issues that have created mistrust within students and focus on rebuilding trust to 
permit success for the students. 
The third assumption is based on optimism, which is a contributor to a successful life 
(Johnson, 2015): “People possess relatively untapped potential in all areas of human 
development” (Shaw & Siegel, 2010, p. 108).  Invitational theory focuses on the value of caring 
to address the third assumption (Purkey & Novak, 2008).  Caring teachers and staff have the 
ability to motivate students by being optimistic about the abilities of their students (Purkey & 
Strahan, 2002; Shaw & Siegel, 2010; Williams, 2018).  In order to develop resilience factors 
required to overcome the obstacles that LISs face, students must have optimistic views of 
themselves and their ability to be successful within their school environment (Prince & Nurius, 
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2014).  Developing an optimistic view requires intentional choices of teachers and staff to 
develop rapport with students, which allows them to personally and accurately highlight their 
positive abilities and promote optimism (Purkey, 2006; Rojas & Liou, 2017).  Self-concept 
theory, a foundation of invitational theory, is also significant in addressing this assumption of 
optimism (Purkey, 2000; Purkey, 2006; Stanley et al., 1995).  When teachers, coaches, and 
mentors focus on building relationships outside and within the classroom, a healthier sense of 
self is built within students (Dudovitz et al., 2017).  When students know that others go out of 
their way to develop rapport they will be more willing to have an optimistic view about their 
own academic, emotional, and social abilities (Purkey & Novak, 2008).  Consistent optimism 
from all faculty, staff, and volunteers within a MSBP can promote positive changes for LISs.   
The final assumption is based on intentionality and states, “a safe and successful school 
environment is best realized by creating and maintaining welcoming places, policies, processes, 
and programs and by caring people who are intentionally inviting with themselves and others, 
personally and professionally” (Stanley et al., 2004, p. 304).  An ethos of care, which involves 
developing meaningful relationships with students, must be a part of LISs’ lives in order for 
them to reach their ultimate potential (Jackson et al., 2014; Orrock & Clark, 2018; Williams, 
2018).  Within invitational theory, people must focus on being intentionally inviting within their 
curriculum, actions, and hidden curriculum instead of being unintentionally disinviting (Purkey 
& Novak, 2008; Shaw et al., 2013).  Intentionality is crucial in invitational theory and acts as the 
vehicle that propels and applies the values of optimism, trust, respect, and care (Purkey & Siegel, 
2003).  Teachers must discontinue practices of hidden pity by lowering their academic 
expectations for LISs.  Instead, teachers must strongly encourage academic achievement through 
promoting a rigorous curriculum while providing the necessary support needed for student 
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success (Rojas & Liou, 2017).  Creating an intentional, inviting behavior within schools, 
particularly for minority LISs, can be fulfilled by addressing the five Ps of invitational theory:  
places, policies, processes, programs, and people (Purkey & Siegel, 2003; Purkey & Stanley, 
1991; Stanley et al., 2004). 
The five Ps of invitational theory.  The five Ps of invitational theory are places, 
policies, processes, programs, and people (Purkey & Novak, 2008; Stanley et al., 2004).  The 
five Ps are “used to transform the total school culture by applying steady and continuous 
pressure from numerous sources over time” (Stanley et al., 2004, p. 305).  These five 
components when enacted within the entire culture of the school as a unit can bring positive 
change to any school and aid in overcoming any challenges (Purkey & Stanley, 1991; Purkey & 
Novak, 2008).  Through maintaining the structure of the building to represent pride in the school, 
the concept of place can be addressed (Johnson, 2015; Purkey & Stanley, 1991).  The home 
communities of LISs have been found to be less appealing visually than those of their higher-
income peers (Brooms, 2015).  Therefore, it is significant for the school environment of LISs to 
be visually welcoming and appealing to develop aesthetic pride within the students.  Teaching a 
rigorous curriculum with continued professional development, appropriate mission statements 
that are adequately addressed and continuously evaluated, and providing curriculum that meets 
the needs of the student population addresses the two Ps of processes and programs (Kozlowski, 
2015; Park et al., 2018; Rojas & Liou, 2017).  Allowing all stakeholders within a school to take 
part in the development of procedures by developing leadership committees addresses policies 
(Purkey & Novak, 1996; Wolf et al., 2014).   
Invitational theory signifies the importance of hiring professionals who uphold rigor, high 
expectations, and an attitude of care for students in order to maintain their social, emotional, and 
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academic success (Dudovitz et al., 2017; Dwarte, 2014; Prince & Nurius, 2014; Purkey & 
Novak, 2008; Purkey & Strahan, 2002; Shaw & Siegel, 2010).  People within the school 
influence the social support that is experienced by students (Prince & Nurius, 2014).  Social 
support from teachers, coaches, and mentors is linked with healthier student self‐esteem 
(Dudovitz et al., 2017; Shaw & Siegel, 2010).  Healthier self-esteem leads to improved academic 
ability over time due to increasing the student’s academic self‐concept (Dudovitz et al., 2017; 
Purkey & Novak, 2008).  Therefore, the people within a school are the most important 
component in determining the success of students as they have a valid role in implementing the 
five Ps of invitational theory (Purkey & Novak, 1996).  All of the stakeholders within a MSBP 
can focus on successfully including all five Ps of invitational theory throughout the school day, 
extracurricular activities, and night-time dorm life to promote success for minority, male, LISs as 
they have the highest rates for academic failure and lowest rates of PGS (Williams & Bryan, 
2013).  The five Ps of people, places, policies, programs, and processes should each be thought 
of in conjunction with the assumptions of respect, trust, optimism, care, and intentionality in 
order to systematically transform the school (Purkey & Novak, 2008). 
Invitations within invitational theory.  In order to further understand invitational 
theory, it is significant to comprehend the levels of invitational messages within educational 
settings that are extended by the various people that work within schools and boarding programs.  
The people within educational environments are responsible in developing the places, policies, 
processes, and programs that promote success for students (Purkey & Stanley, 1994).  There are 
four levels of messages visualized as a ladder that can be directed to other individuals, 
particularly students, which include intentionally disinviting, unintentionally disinviting, 
unintentionally inviting, and intentionally inviting (Purkey & Novak, 2008; Purkey & Strahan, 
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1986).  Each level may either cause its students to realize their potential or act as a hindrance 
(Purkey & Novak, 2008).  The goal for all educators should be to reach the highest level of the 
ladder and primarily send intentionally inviting messages by continuously focusing on the 
assumptions of respect, trust, optimism, care, and intentionality when communicating and 
providing curriculum for students (Purkey & Novak, 1996).  Due to the inability to improve the 
achievement gap and graduation rate for male LISs the implementation of invitational theory 
within school programs could promote progress for these students. 
The lowest level of functioning is intentionally disinviting messages, which are aimed at 
destroying the human spirit (Purkey & Novak, 1996).  These types of messages are typically 
caused due to frustration or anger and include words that devalue, diminish, or demean students 
by making them feel incapable, worthless, or irresponsible.   Schools with a higher population of 
LISs have been found to have educators with less experience and lower retention rates (Allen & 
Sims, 2018; Mansfield, 2015).  While this could contribute to educators who use intentionally 
disinviting messages, it is the responsibility of school leadership to prevent them from further 
damaging the self-esteem of LISs by removing them from any student interaction as it is never 
appropriate to demean students.  An important foundational component of invitational theory is 
students developing caring relationships with their teachers and this can never take place with the 
routine use of intentionally disinviting messages to students, which can lead to complete 
disengagement for students in a classroom (Purkey & Strahan, 1986).  Thankfully, there is only a 
small number of people who function at this level (Purkey & Novak, 2008). 
 The next level of functioning includes unintentionally disinviting messages, which is a 
larger issue in schools.  Educators who use unintentionally disinviting messages are usually well-
meaning, however, their behavior is seen by others as thoughtless (Purkey & Novak, 1996).  
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These statements are the result of ignorance and poor judgement and may include 
announcements to students that are interpreted as disinviting regardless of the teacher’s good 
intentions (Purkey, 2000).  Unintentionally disinviting messages to LISs are often made due to 
the adult being unaware of the student’s feelings.  LISs are faced with unintentionally disinviting 
curriculum decisions when teachers do not hold them to high expectations, but instead provide 
instruction with decreased expectations based on their hidden beliefs that they cannot perform to 
the same standards of higher-income peers (Harvey, Suizzo, & Jackson, 2016).  The work within 
unintentionally disinviting classrooms is viewed by students as busywork, irrelevant, or a waste 
of time (Purkey & Novak, 2008).  This can lead to academic truancy and school dropout, which 
are factors faced in higher numbers by LISs over their higher-income peers.  Professional 
development on cultural sensitivity and trauma-informed care are both ways for teachers and 
staff to learn the culture they serve in order to avoid engaging in unintentionally disinviting 
messages (Buckley, 2018; Leitch, 2017).  
The third level of the intentionality ladder is unintentionally inviting messages.  
Educators functioning at this level are useful in building the self-concept of students, however, 
they are inconsistent (Purkey & Novak, 2008).  The classroom curriculum of an unintentionally 
inviting educator is reasonably effective, but results yield when any challenges are presented due 
to the teacher not completely understanding what helps each unique student.  Unintentionally 
inviting educators may become disoriented because they are not able to explain their successes or 
failures in order to know what to continue or avoid (Purkey & Novak, 1996).  For LISs who need 
consistency within the curriculum and relationships they build with teachers and staff, 
unintentionally inviting messages can be a deterrent to their success as they can provoke feelings 
of mistrust and signal reminders of inconsistency (Purkey, 2000; Raudenbush, 2016).  Trust is 
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one of the basic assumptions of invitational theory that has to be intentionally developed within 
staff and student relationships to promote optimal student success, which signifies the 
significance of adults who interact with LISs seeking to reach level four messages. 
The highest level of professional functioning is intentionally inviting messages (Purkey 
& Novak, 2008).  Educators and staff who are intentionally inviting know exactly what they are 
doing when engaging with students, and most importantly, why they are partaking in particular 
practices (Purkey & Strahan, 1986).  These educators are able to engage in practices that allow 
them to grow continuously and adapt to their student population, which constantly changes from 
year to year.  Intentionally inviting educators are optimistic, trustworthy, and respectful (Purkey, 
2006).  Frequent interactions with educators modeling these positive characteristics is crucial to 
the success of LISs as they build the students self-concept and engage them effectively in the 
curriculum (Mansfield, 2015). 
It is important that educators understand how to consistently reach the highest level of 
intentionally inviting messages.  Students who come from low-income backgrounds are already 
faced with obstacles that may hinder success (Owens, 2018; Roska & Kinsley, 2018; Sanacore, 
2017; Schafer & Vargas, 2016; Wolf et al., 2014).  Invitational theory discusses four practices 
that must take place in order to be able to consistently provide intentionally inviting practices for 
students, which include being personally inviting with oneself, being personally inviting with 
others, being professionally inviting with oneself, and being professionally inviting with others 
(Purkey, 2000; Purkey & Novak, 2008).  In order to be personally inviting with oneself educators 
must provide self-care and purposefully monitor their words and actions internally prior to 
releasing them to their students (Purkey, 2000).  Consistently putting into practice the basic 
assumptions of optimism, trust, care, respect, and intentionality leads to success in being 
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personally inviting with others (Purkey & Novak, 2008).  Continued professional development 
among educators is crucial for the success of LISs, as societal changes occur that require 
modifications in the curriculum and interactions with students (Owens, 2018).  Any adults who 
work or volunteer with students must be willing to engage in their own professional development 
through online learning, reading books, and implementing new teaching practices in order to be 
professionally inviting with oneself (Purkey & Siegel, 2003).  Once one has achieved success 
with themselves, it is important to focus on inviting student success (Purkey & Stanley, 2002).     
Related Literature 
 School and government officials have been trying to provide better educational 
opportunities for minority, male LISs for decades with minimal success (Sanacore, 2017).  With 
close to 40% of black males projected to be unemployed or incarcerated by 2020 it is significant 
to improve the academic, social, and emotional stability of these students (Johnson, 2015).  
There are schools that have been successful with improving social and academic trajectories for 
this population, yet there are even more schools that have not been successful (Lindt & Blair, 
2017).  Transformation must occur within the educational system in order to improve educational 
and life outcomes for male LISs (Darby & Saatcioglu, 2015; Dubois & Keller, 2017).  The 
educational system, as it stands today, is not equipped to handle the vast needs for minority, 
male, LISs. 
 One possible resolution is single-gender MSBPs for LISs since boarding schools are 
unique school institutions that have multiple benefits for students (Behaghel et al., 2017).  
Students in boarding programs have the benefits of consistency, meeting basic needs, safety, 
academic rigor, structure, building social capital, mentorship experiences, smaller class sizes, the 
requirement of long hours in study hall, requirements to participate in extracurricular activities, 
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and exposure to life changing experiences (Bass, 2014; Behaghel et al., 2017; Crier, 2015; Curto 
& Fryer, 2014; Jack, 2014; Martin et al., 2014; Martin et al., 2016; Pfeiffer, Pinquart, & Krick, 
2016).  However, to date, research is scarce regarding the outcomes of MSBPs for LISs.  This 
study adds to this limited body of literature by detailing the experiences of students who have 
attended a MSBP and reached PGS as it is defined within this research.   
 Middle School as a Tipping Point for Development 
The transition to middle school is often accompanied by decreases in students’ academic 
performance, specifically among minority, LISs (Akos et al., 2015; Dudovitz et al., 2017; 
Gordon & Cui, 2018; Schwartz et al., 2015).  There are risk factors that all adolescent students 
face, regardless of income background, based on this adolescent stage of development, such as 
decreases in feelings of autonomy and self-concept along with identity struggles and increases in 
peer conflict (Akos et al., 2015; Schwartz et al., 2015; Waters, Lester, & Cross, 2014; Watson, 
2017).  These changes occur due to puberty, changes in peer and family associations, and 
increases in cognitive and social complexity that occur during the transitional time from 
elementary to middle school (Goldstein et al., 2015).  While there is a shift from being family-
centered to focusing on peer culture (Carolan, Weiss, & Matthews, 2015) there is a great need 
for positive relationships with parents and educators in order to promote student success (Akos et 
al., 2015; Waters et al., 2014).  The components of invitational theory encourage positive adult 
and student relationships within schools (Purkey, 2000).   
Within the educational environment during the middle school years, adolescents have a 
need for more independence, an increased decision-making capacity, and a higher desire for 
competence and empathy (Goldstein at al., 2015).  These needs can best be addressed by 
focusing positively on academic achievement, by providing proactive intervention, and through 
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teacher competency within each classroom (Carolan et al., 2015).  Invitational theory supports 
these qualities to build self-concept and meet the developmental needs of students (Purkey, 2006; 
Shaw et al., 2013).  However, the developmental milestones that occur during adolescence when 
a student is in middle school cause students to face challenges socially and emotionally that can 
lead to academic, social, and emotional difficulty (Gordon & Cui, 2018; Lindt & Blair, 2017).  
Along with these developmental milestones faced by all adolescents, LISs have societal and 
environmental pressures that put them at an even greater risk than their higher income peers 
(Goldstein et al., 2015). 
Societal and environmental pressures faced by LISs may lead to decreased relationships 
with teachers and other adults at school, which in turn decreases their academic ability (Park et 
al., 2018).  Minority, male LISs suffer more from the transition to middle school (Williams, 
2018).  Therefore, they need better supports during the middle school years given that these 
years are critical to their future academic success (Schwartz et al., 2015).  Additionally, it is 
important to understand the factors that contribute to their regression during these years (Park et 
al., 2018).  Building meaningful relationships within the school is a meaningful way to combat 
the challenges faced by male LISs (Williams et al., 2015).  An all-male MSBP for LISs is a 
possibility for providing much needed support for this marginalized population.  Understanding 
middle school experiences from the perspectives of male, LISs will significantly contribute to the 
limited research on this topic and provide insight into the positive and negative factors of these 
programs.  This information could be beneficial in making institutional changes within the many 
environments that educate male, LISs. 
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The Impact of a Low-Income Background on Academic Development 
Approximately half of public-school students in the United States come from low-income 
families (Sanacore, 2017; Suitts, 2015).  LISs are recognized based on federal poverty guidelines 
as qualifying for free/reduced priced lunch services (Curto & Fryer, 2014).   There are academic 
risk factors that are faced by students who are raised within a low-income family and who attend 
schools for primarily LISs that are discussed within this literature review.  These differences can 
be traced back historically in education for these students.  Gaps in academic achievement and 
disparities in access to quality education have been present in history since the conception of 
academic testing that focused on separating results by income brackets (Hebert, 2018; Owens, 
2017; Sanacore, 2017).  These gaps are widespread within schools that have a high percentage of 
LISs (Prince & Nurius, 2014).  The government has spent significant amounts of money with 
efforts to close these gaps without significant success (Sanacore, 2017).  While the factors 
contributing to these gaps have been addressed within research, the gaps are not closing and the 
quality of education for LISs is not improving (Darby & Saatcioglu, 2015; Sanacore, 2017).  
Boarding programs specifically for LISs have become a recent interest in order to continue 
efforts in closing academic gaps (Martin et al., 2014).  There is need for more research on these 
topics to determine if funding should be used to support these schools (Curto & Fryer, 2014).  
When students obtain success, the government is willing to spend money on programming that 
will replicate this success (Sanacore, 2017).  This study, with its focus on students who have 
obtained PGS, contributes positively to the need for more boarding programs for LISs. 
One of the academic risk factors LISs face involves overall academic achievement 
(Gordon & Cui, 2018; Wolf et al., 2014).  LISs receive lower grades and do not meet 
accountability goals on standardized tests at the same rate as their higher-income peers (Hebert, 
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2018).  The results of lower scores on accountability tests for schools that are primarily 
developed for LISs creates even more disparities within these schools (Brooms, 2015; Sanacore, 
2017).  Schools with larger percentages of LISs, known as Title I schools, often face negative 
inequities that involve the overall quality of the schools.  Schools located in areas that serve 
predominantly LISs often have lower quality curriculum materials, less experienced teachers, 
and higher student-to-teacher ratios (Allen & Sims, 2018; Owens, 2018).  These deficiencies are 
in direct opposition to the underpinning notions of invitational theory for student success, 
specifically based on the fourth assumption that “a safe and successful school environment is 
best realized by creating and maintaining welcoming places, policies, processes, and programs 
and by caring people who are intentionally inviting with themselves and others, personally and 
professionally” (Stanley et al., 2004, p. 304).  These differences affect the value of instruction 
students receive and often decrease the motivation for students to learn (Crier, 2015).  Since 
smaller class sizes characterize the boarding program, this structure makes it easier for educators 
to teach students by giving them more individualized instruction and utilizing more rigorous 
curriculum (Martin et al., 2014).  The opportunity of smaller class sizes is a factor discussed 
within this study.   
The self-fulfilling prophecy must be mentioned when discussing LISs and academic 
achievement (Harvey et al., 2016; Mizala, Martínez, & Martínez, 2015; Rojas & Liou, 2017; 
Sebastian Cherng, 2017).  The self-fulfilling prophecy occurs when “students internalize teacher 
beliefs and adjust their behavior to meet teacher expectations, leading high-expectation students 
to perform better and low-expectation students to perform worse” (Mizala et al., 2015, pp. 70-
71).  Due to the fact that LISs have been found to have inequitable access to highly trained 
teachers (Allen & Sims, 2018; Mansfield, 2015; Park et al., 2018), invitational theory is a 
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significant theoretical framework for this study as it focuses on improving the quality of people 
within the school (Purkey & Novak, 2008).  The MSBP can provide teachers that have high 
expectations and encourage their students to perform to their highest level of potential. 
For LISs, there are discrepancies in the exposure to adequate resources within the home 
(Owens, 2018).  Students from low-income backgrounds have less access to technology, books, 
and school-related resources than their higher-income peers (Crier, 2015).  This may impact 
academic achievement negatively due to homework requirements within schools (Lindt & Blair, 
2017).  Students lacking parental involvement or access to adults who can provide assistance 
after school often face difficulties with developing study skills or homework completion, which 
results in poorer grades or consequences beyond their control (Harper, 2015).  LISs who have 
working parents are often left unsupervised and may not have the needed support or structure to 
complete homework effectively.  This could be alleviated at a boarding school due to the 
residential component that requires study hall hours with homework assistance from dorm 
parents (Bass, 2014). 
Another academic risk factor faced by LISs is lower attendance rates that can be 
attributed to the necessity to stay home to take care of siblings while parents work, higher rates 
of sickness, or the need to take on various adult roles within the home (Stanley et al., 2004; Wolf 
et al., 2014).  Students who are not in school do not receive enough instruction and their grades 
suffer as a result.  When students are absent from school, they receive make-up work.  Without 
the support from home or another adult within their community, LISs may not have the 
necessary support to complete make-up work and this might contribute to a decline in their 
academic progress.  These academic risk factors lead to higher truancy and drop-out rates for 
minority, male LISs (Lindt & Blair, 2017).  Additionally, these risk factors can contribute to a 
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higher percentage of LISs who get involved with crime within their neighborhoods and become 
incarcerated when they get older (Williams & Bryan, 2013).  Boarding schools that are grounded 
in the components of invitational theory can focus on alleviating these risk factors for LISs as 
attendance is not an issue due to the requirement to spend the night on the weekday and the 
flexibility to still see family on the weekend. 
Motivation is a necessary component for student success within and outside of the 
classroom (Orrock & Clark, 2018; Shaw & Siegel, 2010).  Boarding programs provide 
consistency in spending time during and after school hours working on building student 
motivation within classroom lessons, extracurricular activities, and mentoring experiences 
(Behaghel et al., 2017).  Carroll (2014) partnered university students with underserved middle 
school students for a mentoring program and was able to increase the motivation of students to 
explore fields where there is traditionally less representation from LISs.  Hence, experiences, 
which are part of the processes component of invitational theory that are provided to students 
within the MSBP are a key factor in providing motivation for improved life outcomes for LISs 
(Purkey & Stanley, 1991).  LISs are underrepresented in many professional fields that a MSBP 
could provide exposure to in order to motivate students in recognizing their potential.  A focus 
on developing non-cognitive skills within the curriculum of boarding programs is another key 
factor that builds student motivation (Curto & Fryer, 2014) as this promotes the care factor of 
invitational theory (Shaw, 2004).  When students realize that teachers genuinely care about them, 
they are more motivated to learn (Jackson et al., 2014; Shaw, 2004).  The qualitative interviews 
with participants within this study were conducted to determine if the MSBP was a factor in 
improving student motivation. 
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The Impact of a Low-Income Background on Social Development 
 Children are born into the preexisting conditions of their parents.  From conception, the 
involvement of the parents is a contributing factor to the success of a child (Lareau, 2015; 
Williams & Bryan, 2013).  Unfortunately, for some LISs the lack of parental involvement is an 
underlying factor to the social, emotional, and academic gaps that LISs face (Inam et al., 2016; 
Williams & Bryan, 2013; Wolf et al., 2014).  Parents/guardians of LISs are not as involved with 
their children’s school or home lives (Lakind et al., 2014; Wang, Deng, & Yang, 2016).  This 
lack of involvement can be due to financial inequalities as participation in activities comes with a 
price tag that low-income families may not be able to afford (Lareau, 2015).  Involvement might 
also be decreased due to the parent needing to work multiple jobs in order to take care of the 
family or from the incarceration of one parent (Andersen, 2016; Wang et al., 2016).  Parents who 
visit and communicate with the incarcerated parent or family member spend time and make 
emotional investments that can be detrimental to the involvement with their child (Andersen, 
2016).  Consequently, a lack of parental involvement decreases the academic ability of the 
student if other adults within their family, school, or community do not take responsibility for the 
student’s education (Curto & Fryer, 2014).  Within MSBPs there are adults who can take on the 
responsibility for the student’s education and become an extension of the student’s family.  
When students attend a MSBP, the parent also has an opportunity to further their own education 
or seek out better work conditions to improve their financial conditions. 
Less social interaction is another contributing factor related to the lack of parental 
involvement that hinders the social success of LISs (Inam et al., 2016).  Social interaction is 
necessary from the time a child is a baby in order to produce a positive sense of self (Shaw, 
2004).  A child’s attachment and relationship that they have with their parent is a predictor of 
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how students will interact with the adults within their school and community (Cox, 2017).  
Without the positive social interactions from parents, LISs face behavioral challenges with the 
adults they interact with (Behaghel at al., 2017).  Negative exchanges that occur with adults 
within the school setting may lead to decreased self-esteem and messages that are not 
intentionally inviting based on the levels of invitational theory (Purkey & Novak, 2008; Stanley 
et al., 2004).  This notion signifies the importance of schools that focus on providing positive 
relationships from caring adults (Dudovitz et al., 2017), which can be provided within a boarding 
school.  Furthermore, this gives credence to the necessity to hear the voices of LISs who have 
attended a boarding program to determine if positive relationships are built during this 
experience.   
A large percentage of LISs are being raised in single-adult households in which the 
primary caretaker is a female (Jackson et al., 2014).  This places stress on the family due to the 
financial burden faced within any single-parent household, which leads to academic 
underachievement for LISs (Orrock & Clark, 2018).  Single-adult households require the female 
to play dual roles of disciplinarian and nurturer and often places adult responsibilities, such as 
watching siblings, cooking, and providing emotional support for the female caretaker on the 
male child (Dubois & Keller, 2017; Orrock & Clark, 2018).  Male LISs raised without a father 
require a positive male adult as a role-model to teach them the responsibilities of manhood 
(Goodkind, 2013).  Male LISs can be exposed to these role models within a boarding school 
setting by a teacher, dorm parent, or mentor (Bass, 2014).  Mentors that are consistent within a 
student’s life can offset the risk factors that are associated with the absence of a father (Dubois & 
Keller, 2017; Hurd & Zimmerman, 2014; Spencer, Basualdo-Delmonico, Walsh, & Drew, 2017).  
Adolescents that are mentored have displayed positive improvements in their social, emotional, 
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behavioral, and academic outcomes (Spencer et al., 2017).  The relationships developed within a 
boarding program were examined to determine their effectiveness in helping improve the lives of 
the participants within the study.  
The Impact of a Low-Income Background on Emotional Development     
Along with the academic and social challenges that result from lower levels of parental 
involvement, LISs have more struggles emotionally in comparison to their higher-income peers 
(Demissie & Brener, 2017; Martin et al., 2016).  LISs often come from single-adult households 
in which one adult is attempting the job of what was originally created for two people.  This can 
place stress on the adult that results in emotional instability (Ferguson, 2018).  Parents from a 
low-income background display more cases of depression or emotional instability than parents 
from a higher SES (Jackson et al., 2014).  While depression and other mental illnesses are 
treatable, low-income parents do not always seek out mental health services for these instabilities 
due to poor access to mental health services or stigma among low-income communities 
(Demissie & Brenner, 2017).  For LISs, this instability is often passed down from the parent 
genetically or environmentally and this can lead to the continuation of a cycle of instability that 
shows up as distracting misbehaviors and withdrawal within the classroom (Cox, 2017).  Cases 
of depression or anxiety within students create academic deficiencies (Akos et al., 2015; 
Goldstein et al., 2015; Watson, 2017) that MSBPs might have the ability to address.  
These academic, social, and emotional risk factors that result from the lack of parental 
involvement are detrimental to LISs and it is necessary to find solutions that will bridge the gap 
between the home and school environment (Behaghel et al., 2017).  Five-day model boarding 
schools have been developed in response to this need as they remove students from their home 
environment during the school week and allow them to return home on the weekend to spend 
54 
 
 
time with their family (Bass, 2014; Behaghel et al., 2017; Curto & Fryer, 2014; Martin et al., 
2014).  These five-day models were created to prevent homesickness and identity confusion, 
which are also predictors of emotional insecurities (Bass, 2014).  Boarding programs may also 
have a lower counselor-to-student ratio (Curto & Fryer, 2014).  A lower counselor-to-student 
ratio allows counselors to provide more specialized mental health services for students and their 
families (Williams et al., 2015).  While the lack of parental involvement regarding LISs has been 
heavily researched, there is limited research regarding the boarding school programs ability to 
address this risk factor. 
The Impact of a Low-Income Background on Environment 
There are environmental obstacles that occur within the communities of LISs that are not 
faced by their higher-income peers.  Brooms (2015) identified several neighborhood factors that 
have a direct effect upon the environmental conditions of LISs.  While these conditions affect the 
child’s feelings of safety within their environment, there are academic implications related to 
these circumstances (Dubois & Keller, 2017; Raudenbush; 2016).  Repeated exposure to 
violence within a child’s neighborhood is one obstacle that prevents a child’s access to their 
basic need of safety.  Unsafe feelings within a neighborhood filled with crime might also 
jeopardize their sleep and these factors combined can directly hinder a student’s ability to focus 
within their classroom.  Exposure of any magnitude to neighborhood shootings, gang violence, 
and street fights are specific barriers to safety.  These environmental experiences create obstacles 
for healthy development and can desensitize LISs to these actions, which make them appear as 
societal norms (Brooms, 2015).  The desensitization factor for LISs can make it easier for 
children to participate in these negative events as they get older, particularly if there is a lack of 
positive parental or adult involvement (Jackson et al., 2014).  Students who lack parental 
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involvement within their home and positive adults at their school often turn to older peers within 
the community as role models (Johnson, 2015).  If it is the wrong peer, this could be detrimental 
to their success.  Boarding school programs alleviate this issue by removing students from their 
environment during the weekdays so that school can be their central focus. 
For LISs, negative peer interactions are more likely in low-income communities versus 
higher-income communities (Jackson et al., 2014).  Due to negative exposure within these 
communities, LISs may experience older peers who are involved with gangs or illegal activity, 
who have already dropped out of school, or who are academically truant (Brooms, 2015).  This 
exposure can have damaging effects that may lead to an apathetic attitude towards school or it 
may lead them to follow the life path of negative peers.  Within a lower-income community the 
students may not have access to extra-curricular activities or after-school programming that is 
more frequent and easily accessible within higher-income communities (Schwartz at al., 2015).  
Involvement in extra-curricular programs and after-school tutoring may not be an option for LISs 
due to transportation issues, inability to pay for these services, and lack of these resources within 
their direct community.  Therefore, this may lead to inactivity after school and increase student 
involvement with behaviors among peers that are more conducive to negative outcomes.  A 
boarding school environment can lessen the factors that contribute to decreased environmental 
success for LISs by providing a safe environment with structured after-school schedules that 
include mandatory study hall and extracurricular activities (Curto & Fryer, 2014). 
Selective solidarity is a concept that has been explored among LISs (Raudenbush, 2016).  
Students who partake in selective solidarity are those who restrict their relationships to only 
those whom they trust.  Within urban, low-income communities when students are discerning 
about whom they decide to seek support from, it can often result from situations involving 
56 
 
 
distrust and their personal safety (Brooms, 2015; Jackson et al., 2014; Raudenbush, 2016).  
Selective solidarity is a necessary concept for urban LISs as it can prevent them from being 
involved with criminal activity.  It is significant for them to know whom to trust so that they do 
not isolate themselves and avoid positive relationships (Brooms, 2015).  Invitational theory has 
an extensive focus on building trusting relationships with students in order to develop rapport 
that allows students to seek out the assistance of teachers, faculty, and staff within the school 
(Purkey, 2006; Purkey & Strahan, 2002).  Within schools utilizing an invitational theory 
approach, time is spent teaching students how to develop trusting relationships and how to avoid 
negative influence (Purkey & Novak, 1996).  When trusting relationships are built across 
cultures and SES, this can lead to building social capital., which has been shown to improve life 
outcomes for students (Cox, 2017; Dubois & Keller, 2017; Galindo et al., 2017; Hurd & 
Zimmerman, 2018; Lareau; 2015).   
The Impact of a Low-Income Background on Health 
 More than half of adolescents have been exposed to ACE factors (Balistrei, 2015; Leitch; 
2017; Soleimanpour et al., 2017).  ACE factors include physical, emotional, or sexual abuse, 
neglect, exposure to domestic violence, witnessing substance abuse or mental illness, parental 
separation or divorce, having an incarcerated member of the home, and not being raised by both 
biological parents (Balistreri, 2015; Essernio-Jenssen & Shenkman, 2015; Soleimanpour et al., 
2017; Woods-Jaeger et al., 2018).  The presence of ACEs can be a detrimental part of LISs’ lives 
as they experience more of these factors than their higher income peers (Essernio-Jenssen & 
Shenkman, 2015; Woods-Jaeger et al., 2018).  In children, having multiple ACEs in the first six 
years of life is linked with an increased likelihood of developing medical illnesses that create 
social, emotional, and academic obstacles in the second six years of their lives (Essernio-Jenssen 
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& Shenkman, 2015).  Hence, adolescents who have experienced ACEs may be less capable of 
navigating this developmental stage of life due to the damaging effects of traumatic experiences 
on their emotional and cognitive growth and/or the lack of limited positive relationships 
(Soleimanpour et al., 2017).  In addition, the ACE factors of witnessing family violence, an 
incarcerated family member, and substance abuse by a member of the family are associated with 
higher levels of depression and anger/aggression in adolescents (Andersen, 2016; Essernio-
Jenssen & Shenkman, 2015). 
 LISs’ mental health is a serious issue that must be addressed to promote better emotional 
stability (Essernio-Jenssen & Shenkman, 2015; Leitch, 2017; Woods-Jaeger et al., 2018).  LISs 
often have higher rates of mental health issues; however, they receive fewer services than their 
higher-income peers (Essernio-Jessen & Shenkman, 2015).  Families from low-income 
backgrounds often do not have the proper insurance to gain access to psychologists for 
themselves or their children in order to receive the needed mental health services (Soleimanpour 
et al., 2017).  Access to counselors, mentors, and caring teachers within MSBPs can be a way to 
combat these mental health issues that stem from ACEs (Williams, 2018).  A school grounded in 
invitational theory can become a supportive community that develops resilience within students 
that have experienced ACEs (Woods-Jaeger et al., 2018). 
Single-Gender Education 
 There are many debates about the effectiveness of single-gender education (Brooms, 
2015; Oeur, 2017; Pahlke & Hyde, 2016).  Research has supported both sides (Pahlke & Hyde, 
2016).  Single-gender education within this study involved an all-male model as studies have 
been completed, which show that these schools can provide benefits for males (Goodkind, 2013; 
Johnson, 2015; Mitchell & Stewart, 2013; Oeur, 2017).  These schools have been created for 
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males due to the achievement gap that exists between male and female students (Oeur, 2017; 
Sanacore, 2017).  Male LISs experience multiple risk factors that are specific to gender and 
contribute to their lack of academic success (Buckley, 2018; Pahlke & Hyde, 2016).  When 
males are separated from females within the classroom, particularly during adolescence, it allows 
them to focus strictly on their education rather than the courting aspect that can often take place 
during this time (Goodkind, 2013).  This reasoning is similar to the elite, private schools for 
single-genders.  These programs can focus specifically on utilizing educational pedagogy and 
brain research that is concentrated on the needs of males in relation to kinesthetic learning and 
specific content areas, such as science and math (Johnson, 2015). 
Additionally, an all-male environment creates a sense of brotherhood for students 
(Jackson et al., 2014; Oeur, 2017).  The building of a brotherhood within a boarding program 
creates an environment in which students feel comfortable taking risks academically and asking 
questions (Curto & Fryer, 2014).  This is significant for male LISs, as it has been shown that 
motivation decreases for males more than females during the transition to middle school 
(Carolan et al., 2015).  MSBPs for all-male LISs can create brotherhoods that can provide an 
advantageous support group of peers throughout high school and beyond.  It is advantageous for 
male LISs to develop positive peer groups as this stage of development is marked by stronger 
influences from peer groups than adults (Buckley, 2018; Carolan et al., 2015).  This concept of 
longitudinal brotherhood due to attending a MSBP has not been addressed within research. 
Unique Experiences of Boarding School Programs for LISs to Combat Risk Factors 
There are several unique experiences to combat the risk factors faced by LISs that are 
provided within a five-day model boarding school setting.  In five-day boarding schools the 
students reside at the school from Sunday night to Friday afternoon (Curto & Fryer, 2014).  This 
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model acts as a substitute during the school week for the student’s home environment, but 
prevents challenges, such as homesickness by allowing them to go home on the weekend 
(Behaghel et al., 2017).  Academic interventions can be provided each day due to the students’ 
requirement to board throughout the week.  This provides LISs the opportunity to receive 
tutoring services during classes or before and after-school hours (Curto & Fryer, 2014).  Within a 
traditional school setting student access to tutors is not always possible (Owens, 2018).  
Therefore, tutoring services within a boarding program can alleviate the difficulties that LISs 
face in public schools and their advantages have not been addressed within research.    
 Students within a boarding school program engage in mandatory study hall, with the 
purpose of homework completion and studying (Martin et al., 2014).  Within the boarding 
program students have access to resources during study hall, such as computers, books, and 
adults who can answer questions that they may not have within their home environment.  Study 
hall serves as an academic intervention as it is a means of teaching students focus and study 
skills.  Study skills are significant for academic achievement as they provide the structure for 
students to perform well on all forms of assignments (Williams & Bryan, 2013).  Students 
benefit from taking these skills provided in study hall into their high school and college 
experience.  As higher numbers of LISs do not complete high school (Orrock & Clark, 2018) or 
college (Hoxby & Turner, 2015; Roksa & Kinsley, 2018), understanding the perspectives of 
students who persisted to completion regarding the significance of study hall experiences could 
signify the need for study hall inclusion within schools. 
With extended school days, boarding school programs for LISs can provide curriculum 
that includes character education to improve social skills (Bass, 2014).  Social skills are a 
significant factor in increasing the outcomes for a student’s future as these skills are important 
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for learning advocacy skills for academic success and for obtaining leadership positions for PGS 
(Lakind et al., 2014).  Within boarding programs, students are able to learn the significance of 
their interactions with others (Curto & Fryer, 2014).  They learn how to interact effectively with 
students and adults by improving their conflict resolution skills and even how to improve their 
own emotional stability (Martin et al., 2014).  These are all positive factors that could change the 
outcomes for LISs.  With continuous ability to control the environment and instruction provided 
within a boarding program while providing daily structure, these social interventions are 
beneficial in promoting the success of LISs who may come from environments where these traits 
need more improvement or enforcement (Curto & Fryer, 2014). 
Additionally, boarding programs provide hands-on educational and life-skills experiences 
to LISs through field trips, speakers, and other enrichment experiences (Martin et al., 2014).  
Since the evening time must be filled in a structured manner, boarding programs for LISs take 
this time to focus on building community.  By interacting with community members and 
focusing on improving non-cognitive skills during this time, students are intrinsically motivated 
to improve their own access to human resources, which is needed for future endeavors (Cox, 
2017).  Additionally, this allows LISs to learn how to become more involved within their 
community in a positive manner (Cox, 2017).  There is great significance in building these skills 
within middle school so that minority, male LISs are prepared for high school and their lives 
beyond graduation as it will require them to depend on networking and other forms of 
community building.   
It is vital for boarding programs to provide counseling services for students.  Students 
who are removed from their home, regardless of income background or their adverse community 
environment, may experience negative outcomes from being in a boarding environment (Curto & 
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Fryer, 2014).  The five-day boarding model and having access to counselors and adult support 
systems throughout the day is an advantageous experience for students in boarding programs that 
can outweigh the negative outcomes (Bass, 2014).  Counselors who are trained in trauma-
informed care (Ijadi-Maghsoodi et al., 2017;  Leitch, 2017), ACEs (Balistreri, 2015; Woods-
Jaeger et al., 2018), cultural sensitivity (Laureau, 2015; Williams, 2018), and who acknowledge 
low-income risk factors are able to offer these needed services for students that would not be 
provided in traditional public schools (Martin et al., 2014).  Invitational theory, with its focus on 
proper programing, policies, and practices for students, must include proper training for its 
teachers and staff in trauma-informed care in order to best meet the needs of LISs who have 
higher risks of exposure to trauma (Leitch, 2017; Purkey & Novak, 2008).  
Adults within the boarding school environment strive to provide students with 
experiences that teach them to build their social capital and attend to students with an ethos of 
care (Cox, 2017; Jackson et al., 2014).  In addition, social capital is built through mentoring 
programs (Carroll, 2014; Dubois & Keller, 2017; Galindo et al., 2017; Hurd & Zimmerman, 
2018; Lareau; 2015; Schafer & Vargas, 2016; Spencer et al., 2017).  This social networking is 
significant for LISs as they will need to maintain these networks beyond the MSBP in order to 
have access to social resources after their experiences at the MSBP are over (Schafer & Vargas, 
2016).  Invitational theory focuses on students building lasting relationships with adults they 
encounter (Purkey & Novak, 1991; Shaw, 2004).  These relationships become significant to the 
success of some LISs as they may not have the familial support or access to advice during and 
after high school like their more affluent peers (Hurd & Zimmerman, 2018).    
Mentoring programs are offered within boarding programs for LISs in order to provide a 
form of social/emotional intervention (Curto & Fryer, 2014).  Caring mentors have the ability to 
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provide interactions and experiences for adolescent students that can have positive 
social/emotional outcomes for students regardless of their previous adult interactions (Dubois & 
Keller, 2017; Jackson et al., 2014; Lindt & Blair, 2017).  Mentors can negate many of the 
negative experiences of low parental involvement, and negative environmental factors (Lakind et 
al., 2014).  Mentoring males is significant for modeling the behaviors and vocalizing 
expectations that may be foreign to these male students due to the absence of a father or male 
role model within their home (Jackson et al., 2014).  The results of these mentoring programs 
have positive social/emotional outcomes and they contribute to students’ academic success. 
Supporters of Boarding Schools 
 Historically, boarding schools for African Americans were created as a means of 
providing them with a quality education during the times of segregation when they could not be 
educated elsewhere (Bass, 2014).  These boarding schools played a significant role for African 
Americans during the 1800s and 1900s in order to provide a safe place from the discriminatory 
policies of the Jim Crow era that prevented minority students from gaining educational 
achievements.  Today, only four of the original 80 to 100 schools of that era exist as they began 
to diminish with the introduction of integration (Bass, 2014).  However, there are numerous 
success stories of graduates of these boarding schools, such as musicians, Olympic stars, authors, 
and educators with a plea for their future existence.  The Schools for Educational Evolution and 
Development (SEED) schools are one of the only charter boarding schools currently in America 
specifically for middle school, urban LISs (Bass, 2014; Crier, 2015; Curto & Fryer, 2014).  
Every member of SEEDs first graduating class went on to attend college and 93% of them were 
first-generation college students (Bass, 2014).  To demonstrate their continued success, Crier 
(2015) found that 92% of overall SEED students enroll in four-year colleges.  By observing the 
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existing boarding schools for LISs, Bass (2014) was in favor of boarding schools for minority 
LISs as they had the ability to increase achievement by promoting social, cultural, and 
educational capital.  
Although there is a lack of research on boarding school programs for LISs (Curto & 
Fryer, 2014), there are other studies that support boarding programs created for these students.  
Martin et al. (2014) conducted one of the largest studies in the area of boarding programs to 
investigate boarding versus day students’ self-reported motivation, engagements, and 
psychological well-being.  Based on the self-reported data, boarders’ scores were higher than day 
students on adaptive motivation, academic buoyancy, and personal best goals.  This could be due 
to boarders having access to educational professionals who provide tutoring, and who 
academically motivate students to develop and assist them in reaching goals.  Boarders also 
scored higher than day students on their self-reports of meaning and purpose, life satisfaction, 
and parent relations (Martin et al., 2014).  The boarding students who only return home on 
weekends and/or holidays were able to benefit from the adage “absence makes the heart grow 
fonder” in terms of their relationship with their parent(s) and they were able to gain more 
meaning of their expected outcomes from the various adults they interacted with in the boarding 
program (Martin et al., 2014).  Boarding students were also lower on absenteeism due to the 
requirement to be on-site, which heightens attendance and the ability for participation in 
extracurricular activities (Martin et al., 2014). 
Crier (2015) and Curto and Fryer (2014) are also supporters of boarding schools for a 
particular population of urban students.  Crier (2015) discussed the type of urban student who 
would benefit most from a boarding school as one who struggles with out-of-school factors, such 
as inadequate supervision, school or home instability, or an unsafe or severely education-
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negative home environment.  The successes of SEED and other Public Urban Boarding Schools 
(PUBS) were discussed and included reducing violence and crime rates within urban 
neighborhoods to decrease the amount of tax dollars spent on juvenile delinquency, graduation 
and college admissions rates, and the development of positive members within the community to 
reciprocate social capital (Crier, 2015).  The results of Curto and Fryer (2014) revealed that 
achievement was increased by attending a boarding school for minority LISs, which would also 
improve the life trajectory of the students.  Boarding schools provide a safe, structured 
environment for these students that promotes their academic success (Bass, 2014; Crier, 2015; 
Curto & Fryer, 2014; Martin et al., 2014).  
Opponents of Boarding Schools 
 Opponents of boarding schools suggest that the environment may not be academically 
fitting for all students.  Behaghel et al., (2017) completed a study in Paris, France using entrance 
scores to determine if boarding schools for disadvantaged students created better outcomes for its 
students.  They found that boarding was an unsettling form of schooling for students who started 
off within the program as academically weaker students; however, after adjustments were made 
to their new environment, highly capable students made very significant academic progress, 
while students who were initially academically weaker did not make improvements even after 
two years (Behaghel et al., 2017).  Boarding schools are for minority LISs who are not making 
academic progress within traditional classroom settings and helps to set them up for success 
(Curto & Fryer, 2014).  The results of Behaghel et al. (2017) indicated that there was a decrease 
in academic ability among some of the students and that other interventions are needed for 
lower-performing students, specifically if the focus is on academic rigor.  This finding could 
support the controversial history of boarding schools as educational and socializing institutions 
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that are aimed at preserving a specific social order that does not include most minority LISs 
(Curto & Fryer, 2014). 
 When discussing opponents of boarding schools, it is significant to mention the 
assimilation of Native Americans almost a century ago (Gram, 2016).  Native Americans were 
forced to attend boarding schools to adopt white culture, removed from their families, and treated 
harshly (Gram, 2016).  The results on the mental health of Native Americans forced to assimilate 
are still being studied today. Opponents of boarding schools also include information related to 
mental health that is in opposition to boarding schools and relay the necessity for more research 
(Curto & Fryer, 2014; Martin et al., 2014).  Mental health of minority LISs who attend boarding 
school programs is an unexplored concern.  Martin et al. (2014) includes discussion about 
“boarding school syndrome,” which is a pattern of observable trauma in adults who have 
attended traditional boarding schools.  Curto and Fryer (2014) discussed possibilities of 
homesickness and how boarding schools for the poor could possibly have a negative effect on 
academic achievement if the new environment leads to psychological or emotional distress.  
Financial feasibility is also one of the major issues when discussing opponents of 
boarding schools for minority LISs (Bass, 2014; Curto & Fryer, 2014; Martin et al., 2014).  It 
costs almost twice the amount to fund a student within a boarding program as it does within a 
public school (Curto & Fryer, 2014).  Therefore, the costs associated with PUBS are a limitation 
for the success and longevity of these schools (Bass, 2014).  Shortages in funding have limited 
the creation and continuation of boarding schools for minority LISs in several cities with high 
percentages of these students underperforming (Bass, 2014).  Without public funding, grants, and 
support from local businesses the success of boarding schools for minority LISs is not possible 
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as these students’ families do not have the financial ability to pay full tuition to cover the 
operating expenses of these schools. 
Summary 
 Invitational theory guided this study as it requires schools to focus on the holistic student.  
What happens to students in middle school can be a determinant for what happens in the rest of 
their education.  Due to this important transitional stage of life, it is important to provide an 
effective school environment for students.  LISs do not receive equal educational opportunities 
as their higher-income peers.  Males have been shown to be further behind their female 
counterparts and have higher drop-out rates.  Minority students face disparities that other 
counterparts do not face within the educational system.  Single-gender boarding programs for 
low-income families have been created to alleviate the obstacles that are faced by this 
population.  It is not known if boarding programs for LISs can alleviate these obstacles and 
promote academic success and life achievement.  Research about boarding programs for LISs is 
limited.  There is no research that focuses on the experiences of students who have attended an 
all-male MSBP for minority LISs and persisted to high school completion and PGS.  This study 
addresses a gap by providing an in-depth understanding of the experiences of graduates from an 
all-male MSBP for minority LISs who have persisted through high school and are currently in 
college, the military, or working a full-time job.  
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CHAPTER THREE: METHODS 
Overview 
 The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  Chapter Three provides a 
detailed description of the need for a qualitative research design and details Moustakas’ 
phenomenological research design.   Each research question is presented followed by a thorough 
description of the MSBP.  Purposeful and criterion-based sampling methods taken to choose 
participants for the study are detailed in Chapter Three followed by the specific procedures for 
conducting the study.  Trustworthiness is established utilizing three forms of data collection; 
semi-structured interviews, focus group interviews, and a song selection response activity.  The 
different steps taken to guarantee trustworthiness are described followed by ethical 
considerations of the study. 
Design 
 This research was qualitative in nature and utilized a transcendental phenomenological 
design to describe the experiences of participants persisting to PGS who attended an all-male 
MSBP for LISs.  A qualitative research design was appropriate for this study as it focused on the 
holistic perspectives of former MSBP students’ experiences (Creswell & Poth, 2018; Patton, 
2015; Schwandt, 2015).  The study focused on allowing the voices of the participants to become 
the collected data to understand their MSBP experience and how it contributed to their PGS.   
Phenomenology was introduced to the social sciences by German philosopher Husserl in 
order to “study how people describe things and experience them through their senses” (Patton, 
2015, p. 116).  A phenomenological approach is appropriate for this study because this study 
68 
 
 
describes the participants’ experiences of the impact of the MSBP on PGS from their own lenses.  
Additionally, phenomenology requires all participants to experience the same phenomenon, and 
all the participants within this study attended the MSBP and persisted to PGS (Moustakas, 1994). 
Moustakas (1994) discusses how the results of a transcendental phenomenological study 
aim to describe the perceived reality of the participants without including the preconceived ideas 
of the researcher, which requires the Epoche process.  Within this process “we set aside 
prejudgments, biases, and preconceived ideas about things” (Moustakas, 1994, p. 94).  This a 
process that cannot be done with perfection; bracketing out one’s own experiences must be done 
prior to collecting any data from participants and is ongoing throughout the study (Moustakas, 
1994).  This process allows the researcher to experience the phenomenon of social life 
completely from the lens of the participants (Schwandt, 2015).  Within the study, I kept a 
reflexive journal and thought consciously of my own biases and prejudgments in order to bracket 
them out and arrive at an essence description.  An essence description requires one to understand 
the experience beyond words (Moustakas, 1994).  Supporting the transcendental 
phenomenological nature of this study, this helped describe the real-life, holistic impact of the 
MSBP on PGS for male, LISs.  
Research Questions 
The following research questions guided this transcendental phenomenological study: 
Central Research Question:  What are the experiences of males who attended a MSBP 
for LISs and persisted to PGS? 
SQ1:  What are the positive experiences students encountered at a MSBP for LISs? 
SQ2:  What are the barriers students experienced at a MSBP for LISs? 
69 
 
 
SQ3:  How do the participants perceive their post middle school success in light of 
attending a boarding program? 
SQ4:  How do the participants perceive the challenges overcome post middle school in 
light of attending the boarding program?   
Setting 
 All participants selected for this study have attended the MSBP (grades six through eight) 
for all-male LISs in southeastern United States.  For this study, all of the students were African 
American males, as this is the demographic that was enrolled in the school.  All participants 
qualified for free/reduced priced lunch during their time within the MSBP in order to meet the 
requirement of being a LIS.  This MSBP utilizes a five-day model, meaning that students reside 
at the school Sunday night to Friday afternoon.  Students were absent from their home 
environment, and instead attended school at this program during the week and returned to their 
home environment on the weekend (Bass, 2014).  This MSBP is an independent, nonprofit 
school under the governance of a board and has day faculty and staff along with residential 
faculty that live on-campus with the students to monitor and govern student daily activity (Curto 
& Fryer, 2014).  The students have an extended school day followed by extra-curricular activities 
and study hall (Behaghel et al., 2017).  Faculty who live on-site with the students serve as dorm 
parents and provide after-school interaction that would be similar to what is provided at home by 
a parent (Curto & Fryer, 2014).  This specific site was chosen due to its uniqueness as the only 
known MSBP for all-male LISs in the southeast region of the United States.  The site was known 
by the pseudonym Saving Our Sons School. 
 The students within the study attended various high schools after graduating from the 
MSBP.  Students attended public and private high schools that they earned scholarships to within 
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the same city as the MSBP.  As this study will focus on participants who have graduated from 
the MSBP, received a high school diploma, and are currently in college, the military, or 
employed, the sites to interview the participants varied based on the location of the participants.  
Students in college and the military were spread across the United States.  I conducted interviews 
through an online communication platform with the participants who did not reside in the same 
city as the MSBP. 
Participants 
Following approval of Liberty University’s Institutional Review Board (IRB), 12 
participants were chosen for this study utilizing a mixture of purposeful and criterion sampling 
(Creswell & Poth, 2018).  Purposeful sampling was utilized based on its “power to provide 
information-rich cases for in-depth study” (Patton, 2015, p. 264).  Patton (2015) does not give 
exact numbers to reach data saturation, but focuses on the necessity for a quantity of participants 
who provide in-depth description until no new themes are identified.  This study selected 12 
participants who provided extensive information until thematic saturation was met.  Thus, 12 
participants was an effective sample size for qualitative research and allowed for thematic 
saturation (Creswell & Poth, 2018; Patton, 2015).  All participants were African American males 
and were older than 18 years old due to the necessity for them to be high school graduates that 
reached PGS.  Pseudonyms were provided for all participants and related to actual characteristics 
of the participants (Creswell & Poth, 2018). 
In addition to these demographics, criterion sampling was utilized within this study as “it 
seeks cases that meet specific criteria and is used for quality assurance” (Creswell & Poth, 2018, 
p. 159).  Within this study, all the participants shared the phenomenon of attending the MSBP 
and achieving PGS as phenomenological studies require all participants to experience the same 
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phenomenon being studied (Moustakas, 1994).  Given that the term success has different 
meanings, one of the following was true of all participants: a) participants were in at least their 
sophomore year of college (Hebert, 2018); b) participants were serving in the military (Han, 
2018); or c) participants were employed full-time by an established organization (Stamper et al., 
2018) for at least six months.  Hebert (2018) discusses college enrollment as a factor that 
contributes to success for students with the first year being a tipping point.  LISs are more likely 
to be first-generation college students than their more affluent peers and struggle during the 
application period and first year of college (Hoxby & Turner, 2015).  Therefore, for the purposes 
of this study, only students who have passed this tipping point of their freshman year and 
persisted to their sophomore year or above were studied.  Han (2018) states, “The military has 
long provided training, stable employment, income, and opportunities for post-service college 
education for the disadvantaged, serving as a bridge between high school and civilian work” (p. 
616).  This defines the military as a factor of PGS.  The MSBP founders and former teachers 
identified former students who met one of these inclusion criteria.   
All participation within this study was voluntary and participants had the right to 
withdraw at any time (Creswell & Poth, 2018).  Signed consent was obtained from each 
participant in order to accurately verify information and determine credibility of the source 
(Creswell & Poth, 2018).  Completion of three years at the MSBP was confirmed through school 
records.  Questionnaires were utilized to obtain the important background information about the 
participants (Curto & Fryer, 2014).  The questionnaires had face and content validity and they 
were pilot tested prior to collecting any data from selected participants.  The demographic 
information and educational background were obtained from the questionnaire that was emailed 
to the participants.  The questionnaires asked about the high school attended (so that proof of 
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receiving a high school diploma could be obtained), and current status at a college, military base, 
or place of employment.  
Procedures 
 Before any data was collected, I obtained IRB approval through Liberty University (see 
Appendix A).  IRB approval consisted of completing and submitting Collaborative Institutional 
Training Initiative ethical training in order to conduct research and a full IRB application to work 
with human subjects.  Additionally, I received written approval to conduct the study from the 
boarding program (see Appendix B).  The founders of the school and former teachers suggested 
participants based on criterion sampling techniques.  The three criteria included attending the 
MSBP for all three of their middle school years, graduating from high school, and fulfilling one 
of the success factors.  Applicable participants criterion for success factors were established as 
being in at least their sophomore year of college, serving in the military, or working a full-time 
job with an established company for at least six months.  I emailed all suggested participants a 
participation recruitment letter (see Appendix C), which consisted of an overview of the study, a 
request to participate in the study, and instructions to follow if they were interested in 
participating in the study. 
 Once interested participants responded by email, I sent them a separate questionnaire (see 
Appendix D) through email to verify that they met the study’s participation qualifications, which 
included their high school name and year of completion.  Prior to interviewing, I will conduct a 
pilot interview with one applicable participant in order to test the quality of the interview 
questions.  A professor in urban education reviewed the interview questions for quality.  I began 
setting up times to conduct interviews individually with the participants at a place and time of 
their convenience.  Each interview began with me requiring participants to sign a consent form to 
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participate in the study.  I provided another detailed explanation of the study along with 
informing the participants that their participation is voluntary and that they were able to 
withdraw from the study at any time.  I audio recorded all interviews and transcribed them using 
transcription software.  The data was stored on a password protected computer and regularly 
backed up using online services.  I performed member checks for trustworthiness by sharing 
transcriptions with participants in order to verify that their experiences of the phenomenon were 
reflected accurately, and it allowed them to make edits if there were any inaccurate reflections 
(Schwandt, 2015).  After conducting interviews, I conducted focus groups face-to-face or using 
online communication software with some of the participants.  All participants chose one song 
and provided lyrics and a detailed explanation of how this particular song reflected their MSBP 
experience.   The data collection procedures continued until thematic saturation was met 
(Moustakas, 1994). 
The Researcher’s Role 
As the primary researcher and human instrument (Moustakas, 1994), my role was to 
reveal the essence of a MSBPs impact on PGS through this qualitative, transcendental, 
phenomenological study while ensuring reliability.  In my current job, I am a fifth-grade teacher, 
but have previously been the interim head of school at Saving Our Sons School.  Therefore, I am 
passionate about the topic and researcher bias had to be taken into consideration throughout data 
collection and data analysis procedures.  To assist with this, as a requirement for a transcendental 
phenomenological study, I had to keep a reflexive journal and think consciously of my own 
biases and prejudgments in order to partake in Epoche and bracket out my own perceptions 
throughout the entire study (Moustakas, 1994).  Although I had no previous interaction with the 
participants, as an employee of the school, my position as a teacher and former interim head of 
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school could have possibly determined the honesty of answers from participants.  The 
Hawthorne effect was addressed by incorporating measures within the study to ensure questions 
are not answered to please the researcher or avoid telling the truth about their former school.   
Data Collection 
In order to better understand the phenomenon of the MSBP and how it impacted PGS, 
data was collected from the partcipants’ lived experiences.  The process of data collection 
occurred in different formats to ensure triangulation of data, including interviews, focus groups, 
and a chosen song with lyrics and reflection (Creswell & Poth, 2018).  Typically, 
phenomenological studies utilize the interview to evoke a comprehensive account of the 
participants’ experiences with the phenomenon being studied (Moustakas, 1994).  Therefore, 
interviews were the first method of data collection within this study.  The in-depth, semi-
structured interviews were pilot tested and based on literature review (Patton, 2015).  Following 
the semi-structured interviews, focus groups took place in order to allow each participant to 
provide additional comments regarding their experiences of the MSBP as they heard what other 
participants had to say about the phenomenon (Patton, 2015).  A song selection response activity 
took place as the last method of data collection since audiovisual materials are used to 
supplement interviews (Creswell & Poth, 2018).  Data collection did not begin until receiving 
approval from the IRB and the study site (Creswell & Poth, 2018). 
Semi-Structured Interviews 
Semi-structured interviews utilize open-ended questions that allow for two-way 
discussion, but the researcher might not follow the prepared questions strictly (Moustakas, 
1994).  Structured interviews require closed, forced-choice responses that are delivered to each 
participant in the same sequence and this style of questioning would not solicit an in-depth 
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description required for qualitative research (Schwandt, 2015).  Unstructured interviews utilize 
questioning techniques that are not prepared, which could lead the researcher to omit important 
questions that are necessary to answer the overall research question (Patton, 2015).  The heart of 
qualitative inquiry is open-ended questioning in order to solicit the thick, rich description 
required (Patton, 2015).  One-hour one-on-one interviews were utilized in the study in a mutually 
agreed upon location to develop an in-depth description of the students’ experiences at the 
MSBP and how they impacted PGS (Creswell & Poth, 2018).  The long interview is the most 
significant methodology in collecting data on the topic (Moustakas, 1994).   Each participant 
partook in one semi-structured interview.  Moustakas (1994) states information about the 
phenomenological interview process: 
Although the primary researcher may in advance develop a series of questions aimed at 
evoking a comprehensive account of the person’s experience of the phenomenon, these 
are varied, altered, or not used at all when the co-researcher shares the full story of his 
experience of the bracketed question (p. 114).    
The interviews were pilot-tested by a MSBP graduate who was available to answer the questions, 
but who is in their first year of college to determine the effectiveness of the interview questions.  
Notes were taken during the pilot interview to determine any changes that needed to be made to 
interview questions.  The interview began with a social conversation in order to create a relaxed 
and trusting environment between the researcher and participant (Moustakas, 1994).  Prior to and 
during each interview, I engaged in the Epoche process so that my own ideas did not become a 
part of the interview (Moustakas, 1994).  All interview questions were created to provide 
answers to the research questions (Patton, 2015).  Interviews were recorded using a computer 
and an iPad as a back-up audio recording device that were tested in advance of the interview.  
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The interviews were transcribed verbatim by myself using transcription software, and analyzed 
using the data analysis methods of Moustakas (Moustakas, 1994). 
Open-Ended Interview Questions 
1. Please tell me about your favorite activity to engage in. 
2. Please recall your favorite memory of the Middle School Boarding Program (MSBP). 
3. What have you experienced in terms of the MSBP that impacted Post Graduation 
Success (PGS)? 
4. What factors (people, the physical environment, school policies, school programs, and 
school culture) have influenced or affected your experiences of the MSBP? 
5. How did the MSBP affect you? 
6. What changes in your life do you associate with the MSBP? 
7. What did you like about the MSBP? 
8. What did you dislike about the MSBP? 
9. How did the MSBP help you get through high school? 
10. How did the MSBP help you obtain PGS? 
11.  What relationships did you build during the MSBP that helped you in high school? 
12.  What relationships did you build in the MSBP that helped you beyond high school? 
13.  How have you obtained PGS? 
14.  What do you attribute your PGS to? 
15.  What else is significant that you need to share in reference to the MSBP and its impact 
on PGS?  
 Questions one and two are designed as an opening activity that allowed the researcher 
and participant a chance to start out the interview with a social conversation (Moustakas, 1994).  
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These questions are experience questions (Patton, 2015) that are non-threatening commands and 
utilized to foster rapport between the participant and the researcher.  Question two provided 
answers to the central research question and sub-question one as it is aimed at eliciting a positive 
experience from the MSBP. 
 Questions three and four are identified in Creswell and Poth (2018) as the questions that 
could “lead to a textural and structural description of the experiences, and ultimately provide an 
understanding of the common experiences of the participants” (p. 79).  These questions are also 
non-threatening questions that helped to continue to build rapport with the participant and are the 
general questions that should be asked in every phenomenological study (Moustakas, 1994).  
Furthermore, these questions contributed to answers for all of the central research questions and 
determined the remaining questions that were asked within the semi-structured interview.   
 Questions five and six provided answers to all of the research questions.  By questioning 
how the MSBP affected the student and what life changes are associated to attending the MSBP, 
I solicited answers about the various positive experiences, barriers, and perceptions during and 
after the program.  These are opinion and values questions (Patton, 2015).  Curto and Fryer 
(2014) discuss how boarding programs are impacting in a students’ current and future life. 
 Questions seven and eight are opposing questions that provided answers to sub-questions 
one and two.  There are positive experiences that occur within boarding programs that help 
students make academic, social, and emotional improvements (Bass, 2014; Curto & Fryer, 
2014).  Behaghel et al. (2017) and Martin et al. (2014) identified challenges of boarding 
programs within their study.  These questions assisted with identifying the positive experiences 
and barriers of the MSBP. 
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 Questions nine through 12 answered the central research question and sub-questions three 
and four.  These four questions inspired reflection of the impact of the MSBP after the 
participants have graduated from the program. Participants were able to recall unique 
experiences (Curto & Fryer, 2014) as the middle school experience reflects the rest of a student’s 
education and choices beyond high school (Schwartz et al., 2015).  
 Questions 13 and 14 are experience questions (Patton, 2015).  They were also intended to 
provide answers to sub-questions three and four.  Brooms (2015) discussed how student’s 
experiences within school helped them navigate various situations, whether they were positive or 
negative.  PGS was discussed in general and the participant was asked to think about what 
contributed to their PGS.    
 The last question was asked intentionally to generate an open discussion for any 
information not answered in the sub-questions (Creswell & Poth, 2018).  This gave the 
participants the opportunity to add in any other information about the MSBP and its impact on 
PGS that they may not have already shared during the interview.  Also, this ended the interview 
in a non-threatening way (Moustakas, 1994).   
Focus Group Interviews 
 A focus group is a form of an interview that utilizes a small group of participants in order 
to solicit responses on a specific topic (Creswell & Poth, 2018; Patton, 2015).  In 
phenomenological qualitative studies, focus groups are substantial as they bring together 
individuals who have all experienced the same phenomenon in order to allow these participants 
to provide comments based on what they hear from one another (Patton, 2015).  In addition, 
focus groups allow for member checking and collaboration during the questioning process, 
which may encourage more detailed conversation from the participants and eliminate any false 
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information from the individual interviews (Creswell & Poth, 2018; Patton, 2015).  Specifically 
in this study, all participants have experienced the MSBP and their responses to the focus group 
questions triggered others to remember and add more details of their experiences regarding the 
phenomenon. 
Two separate focus groups took place, which each lasted approximately 45-75 minutes.  
One was a face-to-face focus group held in a classroom at the MSBP that was used as one of 
their core classes and a study hall room during their time within the program.  Four participants 
attended this focus group in-person and one participant attended through FaceTime.  Use of a 
familiar setting of the MSBP experience for the interview space evoked more in-depth responses.  
A video camera was setup to record this focus group with a laptop with an embedded video-
recording device also being used as a back-up recording device in case there were technical 
difficulties with the video camera.  The second focus group took place once via 
videoconferencing for convenience of participants who were not local or who had conflicting 
work schedules.  There were five participants who were part of this focus group.  A laptop with 
web conferencing ability was utilized to record this focus group and an iPad as a back-up 
recording device.  All recording devices were tested in advance to assure proper placement and 
sound quality (Patton, 2015).  Emails were sent out to each participant in order to determine a 
schedule for conducting these focus groups based on participant’s availability.  The focus groups 
were conducted using an interview guide (Creswell & Poth, 2018).  Two participants did not 
participate in a focus group due to their work schedule.  Similar to the interviews, the focus 
group questions were created from literature review (Creswell & Poth, 2018). 
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Focus Group Questions 
1. What is your overall evaluation of how the MSBP is helping prepare students for a 
successful life? 
2. What do you all think your lives would be like if you had not attended the MSBP? 
3. How was brotherhood developed or not developed within the MSBP? 
4. What are some things you would add or change about the MSBP now that you are an 
adult? 
 These questions were chosen to elicit an extended response from the participants.  As 
some of the participants within each focus group were in the MSBP together, these questions 
were intended to prompt a collaborative, detailed conversation and aid in reaching thematic 
saturation (Creswell & Poth, 2018; Moustakas, 1994).  Curto and Fryer (2014) discussed short-
term advantageous outcomes of students attending a boarding program for LISs.  Question one 
initiated conversation of the students’ long-term overall perception of the MSBP preparing them 
for life.  Jackson et al. (2014) discussed brotherhood as a contributing factor to success.  With the 
residential component of the MSBP, brotherhood could be established.  Therefore, this could 
contribute to detailed discussion within the focus group and provide answers to the central 
research question and all sub-questions.  The experiences of the MSBP, whether positive or 
limitations, and perceptions of successes and challenges that can be attributed to the program 
could inspire further conversation.  Although there were only four questions, the focus groups 
navigated to various topics due to its collaborative nature.  Prompts were added to elicit more 
response from participants when needed (Moustakas, 1994).  
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Song Selection Response Activity 
 Audio materials are a form of data collection (Creswell & Poth, 2018).  Based on a study 
by Kranke, Constantine Brown, Danesh, and Watson (2016), “Song lyrics can be a feasible data 
source because they are accessible to students while being reflective of a collective identity 
among individuals in society” (p. 230).  To elicit reflection of the MSBP, each participant chose 
one song that echoes their experiences within the program as a form of data collection.  
Washington (2018) has studied black males’ connection to hip-hop and rap music and discusses 
their motivating uses within clinical social work in order to increase involvement.  In a study on 
culturally responsive practices, it was recommended that the use of current music within 
instructional practices can be motivating and beneficial for minority, male students (Milner, 
2016).  Therefore, the song selection response activity was used as an enticing form of data 
collection to elicit full participation.  The recruitment letter included information regarding the 
song selection response activity, which allowed participants to know up front that they were 
required to provide a song along with lyrics and a description of their experiences.  The 
participant emailed the title of the song along with the lyrics, and a description of why the song 
is related to their experience at the MSBP (see Appendix I).  An email was sent to participants 
following the focus groups requesting this information to be sent back to my email address with 
specific directions, including that this process should take approximately 30 minutes to one-hour.  
This song selection response activity provided a deeper reflection of the participants MSBP 
experience.  The provided information was printed, coded, and analyzed for themes (Creswell & 
Poth, 2018; Kranke et al., 2016).  The song selection response activity method of data collection 
provided answers to central and sub-research questions since the meaning derived from the songs 
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solicited thoughts of the positive experiences, barriers, and/or success obtained in light of 
attending the MSBP. 
Data Analysis 
 Throughout the study data analysis took place.  Qualitative studies require ongoing data 
collection and analysis (Patton, 2015).  I reviewed emails to determine fit within the study.  I 
transcribed the data after each semi-structured interview.  The process of analyzing qualitative 
data required me to organize the data in a manner that allows for a written form of the 
phenomenon (Creswell & Poth, 2018).  The data analysis procedures utilized within this study 
were derived from Moustakas’ (1994) methods of transcendental phenomenology.  
Transcendental phenomenology analysis procedures include the Epoche process, transcendental 
phenomenological reduction, imaginative variation, synthesis, and descriptions of the essence.   
Epoche 
Transcendental phenomenology analysis required the Epoche process first, in which I 
“set aside prejudgments, biases, and preconceived ideas about things” (Moustakas, 1994, p. 94).  
While tricky, it is important to engage in the Epoche process in order to accurately collect, view, 
and analyze data (Moustakas, 1994).  This process allowed me to experience the phenomenon of 
the MSBP and its impact on PGS completely from the lens of the participants instead of my own 
view (Schwandt, 2015).  I kept a reflexive journal and engaged in meditation before and after 
experiencing the phenomenon in order to clear my mind. 
Transcendental Phenomenological Reduction 
After data was collected from the participants, I transcribed the data in order for 
transcendental phenomenological reduction to take place.  This reduction allowed me to 
experience the data in its raw form without any intrusions in order to gain a “fresh, new, 
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perspective” based only on its own existence (Moustakas, 1994, p. 34).  To accomplish this, I 
loaded the data into computer software.  Each statement that was transcribed was viewed 
individually to determine if it was related to the MSBP experience.  Any statements not related 
to the phenomenon were deleted.  For the reduction process, I utilized highlighting as part of the 
horizonalization process and highlighted important statements that provided any understanding 
of how the participants viewed the MSBP experience.  The highlighted data was treated with an 
equal value and placed into similar clusters of statements that related to the MSBP experience 
(Moustakas, 1994).  In order to reduce these statements, I eliminated any experiences that could 
not be labeled or that were repetitive or vague.  The remaining statements were organized into 
headings and subheadings.  The narratives were reviewed multiple times to make sure that all 
important headings and subheadings were included in a created outline of themes.  I deleted any 
data that was not applicable to the clusters in order to organize the horizons into themes. These 
themes were identified in order to engage in the next process of imaginative variation, which 
required me to open my mind to the countless possibilities of themes that were identified 
(Moustakas, 1994). 
Imaginative Variation and Textural-Structural Description 
Imaginative variation focuses on descriptions of each theme and this required me to 
analyze the broken-down themes from all perspectives in order to “arrive at structural 
descriptions of the experience” (Moustakas, 1994, p. 98).  Textural descriptions are a complete 
explanation of what the participants have experienced within the MSBP (Creswell & Poth, 
2018).  Structural descriptions are a description of how the participants experienced the MSBP 
(Creswell & Poth, 2018).  These textural and structural descriptions were turned into a composite 
description, which allowed me to develop an organized, combined writing of the themes from all 
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the participants’ narratives (Moustakas, 1994).  While this was a lengthy process requiring a 
philosophical mind, this allowed me to arrive at the essence of the lived experience.  The essence 
of the MSBP focused on the common experiences of the participants from their narratives 
(Creswell & Poth, 2018). 
Trustworthiness 
 Trustworthiness is an important factor in qualitative research (Creswell & Poth, 2018).   
In order to establish trustworthiness within research, credibility, dependability, confirmability, 
and transferability had to be addressed by the researcher (Patton, 2015).  I addressed credibility 
using member checks and triangulation of data (Creswell & Poth, 2018).  Dependability and 
confirmability were addressed using external auditing and reflexivity.  The methods in the 
following sections address the need for trustworthiness in the study. 
Credibility 
 Credibility was addressed within the study utilizing member checks and triangulation of 
data (Creswell & Poth, 2018; Schwandt, 2015).  In phenomenological research, member checks 
allow the participants in the study to review the transcriptions to assure that their thoughts are 
being accurately reflected (Creswell & Poth, 2018).  In this study, the participants reviewed and 
responded to the transcriptions of the individual interviews and focus groups.  Member checking 
allowed participants and the researcher another stage of verifying the collected data (Schwandt, 
2015).  Triangulation was utilized within the study to establish validity by utilizing a minimum 
of three sources of data collection (Schwandt, 2015).  The three forms of data collection were 
interviews, focus groups, and a song selection response activity.  Utilizing three different sources 
provides supporting evidence for the validity of the study (Creswell & Poth, 2018). 
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Dependability and Confirmability 
 Dependability and confirmability were addressed using external auditing and reflexivity 
(Schwandt, 2015).  In external auditing the researcher has an outside researcher examine the 
processes of data collection, data analysis, and the results of the research study.  This process 
increases the reliability of the study since it confirms the accuracy of the findings and confirms 
that these findings are supported by the data that was collected (Creswell & Poth, 2018).  For this 
study, the external audit was conducted by a professor who specializes in urban education and is 
experienced with qualitative research methodology.  Another method used for trustworthiness in 
this study was reflexivity (Patton, 2015).  Reflexivity involves including the biases, values, and 
experiences they bring to the study (Schwandt, 2015).  There were several biases, values, and 
experiences provided in the role of researcher section that needed to undergo the reflexivity 
process.  This process increases the reliability of the study because it involves bracketing and 
identifies any biases, values, and experiences that affected/persuaded the research (Creswell & 
Poth, 2018).  A reflexive field journal was kept throughout the study to address reflexivity 
(Schwandt, 2015). 
Transferability 
 Thick, rich descriptions of the data are needed to determine transferability within any 
qualitative study (Patton, 2015).  Within this phenomenological study, transferability was 
determined based on the unique MSBP and the participants providing their experiences.  
Transferability is reduced due to the single gender of males and single ethnicity of African 
American students.  Transferability could occur to LISs from this African American male 
population.  The thick, rich description that was provided within the study allow readers to 
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receive an in-depth understanding of participants’ experiences of the MSBP and its impact on 
PGS. 
Ethical Considerations 
 There are ethical considerations for this study that were addressed during the research 
process.  Data collection and analysis did not begin until IRB approval was received through 
Liberty University.  IRB approval is a necessity within qualitative research as it assures that there 
will be no risks to participants (Schwandt, 2015).  Voluntarily signed consent forms were 
collected from all participants, which ensures they understand the nature of the research, reduce 
suspicion, and better assure honest answers (Creswell & Poth, 2018).  Participants were given 
written and verbal communication regarding the benefits and risks of the study and they were 
permitted to withdraw from the study at any time. 
The protection of each participant was considered throughout the study (Patton, 2015).  
Data files were locked up and stored in a confidential place where they will remain for three 
years following the completion of the study.  The laptop that was used for data collection was 
password protected and locked in a filing cabinet when not in use (Creswell & Poth, 2018).  
Participants’ identity is another significant ethical consideration and their identities must be kept 
confidential (Patton, 2015).  Therefore, pseudonyms were utilized for the purposes of this study.  
Negative results of the program could impact the boarding program; therefore, pseudonyms were 
used for all identifiable names of the school.  Additionally, reflexivity was a means for limiting 
bias by reporting how the preconceptions, beliefs, and values of the researcher are a part of the 
research process (Creswell & Poth, 2018).  Debriefing occurred at the conclusion of the study 
with participants as a form of reciprocity for their participation in the study. 
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Summary 
 To provide an in-depth understanding of the experiences of participants in a MSBP for 
LISs and how this impacted PGS, a transcendental phenomenological research design was 
utilized.  The MSBP is a unique school that includes a five-day boarding school model in which 
students reside Sunday through Friday and are allowed time at home with their families on the 
weekend.  The MSBP is equipped with teachers, coaches, mentors, counselors, and dorm parents 
that provide school day and after-school activities within a structured environment. The study 
included semi-structured interviews, focus group interviews, and a detailed song selection 
response activity with 12 participants.  Additionally, Moustakas’ (1994) method of data analysis 
included Epoche, transcendental phenomenological reduction, and imaginative variation.  To 
conclude, ethical considerations were addressed to protect the identity and safety of the 
participants.   
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CHAPTER FOUR:  FINDINGS 
Overview 
 The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  Specifically, I intended to reveal 
a thorough understanding of how the MSBP impacted their PGS.  Through in-depth interviews 
and a song selection response activity, a deeper understanding of the phenomenon was provided.  
Twelve graduates of the MSBP, who have persisted to PGS were the participants for this study 
based on fulfilling one of three success factors: being at least a sophomore in college, serving in 
the military, or working a full-time job for at least six months for an established organization.  
This chapter begins with a description of each participant to highlight their PGS, reason for 
attending the MSBP, and their character.  The results are then presented starting with the themes 
that were established through Moustakas’ data collection methods utilizing semi-structured 
interviews, focus groups, and a song selection response activity.  Results continue with the 
answers to the central research and sub-research questions presented based on the themes that 
were identified.  Chapter Four concludes with a succinct summary of the information presented.  
Participants 
 A selection of 12 high school graduates who have persisted to PGS participated in this 
study (see Table 1).  Purposeful and criterion sampling methods were used in this study based on 
a list of students who met the requirements of PGS from the founder and former teachers of the 
MSBP.  From the alumni list provided with current statistics for each MSBP graduate, 12 
participants volunteered to participate in the study.  All the participants in this study were 
African American males.  All participants of the study were required to have a high school 
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diploma; six participants graduated from a private high school and six received diplomas from 
public schools.  The participants who attended private schools were on full or partial 
scholarships that were awarded based on their connections with the MSBP.  Students who were 
on partial scholarships were provided with summer work at the MSBP to cover the remainder of 
their tuition.  Of the 12 participants, nine qualified for the study due to working for an 
established organization for at least six months with three of them having earned a Bachelor’s 
Degree from an accredited university and another three working full-time and enrolled in a 
technical college or university within their sophomore year or above.  Two participants were 
enrolled in the military, and one of them was also a senior in college.  One participant qualified 
due to college enrollment only.  Each of the participants were given pseudonyms that will be 
utilized throughout Chapter Four to keep their true identities anonymous.  Due to the small 
population of the school, which makes it easier to impede the anonymity of participants, 
specifics on employment will not be utilized within the study. 
Table 1 
Participant Demographics 
Name Gender Ethnicity Age Success Factor 
Robert M African American 24 Work Force/Junior in College 
Tony M African American 24 Work Force 
Antwuan M African American 24 Military/Senior in College 
Jay M African American 23 Work Force/Bachelor’s Degree 
David M African American 23 Work Force 
John M African American 23 Work Force/Bachelor’s Degree 
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Ryan M African American 23 Work Force/Bachelor’s Degree 
Tre M African American 22 Military -E5- Sergeant 
Ronnie M African American 21 Sophomore in College 
Michael M African American 20 Work Force/Sophomore in College 
Garfield M African American 19 Work Force 
Don M African American 19 Work Force 
 
Robert 
 Robert was a 24-year-old working full-time for an established organization while also 
enrolled in college as a Junior.  Robert attended a private high school on scholarship.  After 
graduation Robert enrolled at a university in another city.  Following two years of enrollment, 
Robert withdrew, needing to take a semester off; however, that turned into almost two years.  
During Robert’s interview, he discussed the disadvantage of being born to parents who were not 
fully engaged in his upbringing.  Robert’s only male role model growing up, his grandfather, 
died when he was in the fourth grade leaving him to be raised by a single grandmother.  Robert 
communicated clearly that his grandmother made the decision for him to attend the MSBP 
because she knew that the school would provide him with what she could not; daily structure and 
a positive male role model.  Robert reported that he trusted all the choices that she made for him 
while he was younger. 
 Robert provided detailed descriptions of his time spent at the MSBP and included stories 
of his fun times with what he called “a brotherhood.” Robert also shared stories of friends he 
grew up with prior to the MSBP who have lived up to the statistics black males face of prison, 
unemployment, and death.  Most significant to this study, Robert detailed his appreciation for his 
91 
 
 
opportunity to attend the MSBP and shared parts of a speech he would give when representing 
the school even after his graduation of himself formerly being a “maybe kid”: 
I had no idea that I had a skill set coming in the middle school. I had no idea that I could 
fix my anger issues. I had no idea that I could learn how to read at my true grade level. I 
did not know that I could go into a private high school above average in math. I did not 
know I could compete with a kid who has had a tutor since they were in second grade. I 
did not know that was possible.  To grow up in chaos and still be able to compete with 
quote-unquote, the best of the best, privilege. Maybe you will succeed without help and 
maybe you will not. I was supposed to go to a high school that academically was the 
worst high school in the city. So maybe I go there and get all A's and I get a scholarship.  
Maybe I can do that or maybe I will go there and on the bus ride home I meet so and so 
and we go off and we start doing drugs.  Maybe I start going to parties now and get off-
course.  There are so many maybes, especially for young black men in the inner-city.  No 
matter what city you are in there are so many maybes.  It truly is not even that you can 
put that label on any individual whether they come from privilege or whether they are a 
refugee from Sudan.  What opportunities are given, is all a maybe.  I was a maybe kid, 
but thanks to the things that I learned while I was at the MSBP I did not become a maybe 
kid.  I went from maybe I will succeed to I will succeed, no matter what the 
circumstances are. 
Tony 
 Tony was a 24-year old working full-time for an established organization for two-years 
while enrolled in an online university.  Tony graduated from a public high school and transferred 
several times between two different schools.  Tony has worked since high school and he has 
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always sustained employment.  When discussing Tony’s longevity within his occupation, he 
attributed his motivation for success to providing for his two daughters.  When asking Tony the 
opening question about his favorite activity to engage in, he discussed spending time with his 
daughters.  Tony showed up for his semi-structured interview on a cold, wintry day at the MSBP 
pushing a double-stroller occupied by his one and two-year old daughters bundled in winter coats 
and toboggan hats.  During this interview, his daughters stayed in the stroller with one napping 
and the other viewing a tablet that she would occasionally drop without making any additional 
noise to get her father’s attention.  In the same manner, Tony also showed up with them for the 
focus group interview.  Tony’s work schedule requires him to be out-of-town during the 
weekdays, therefore, he discussed spending the entire weekend with his daughters.  His 
daughters were not a distraction to the interview process, which gave credit to his fathering 
skills. 
 Tony’s mother made the decision for him to attend the MSBP.  Tony shared how his 
mother did not have hope for his future if he attended his home school.  Several times Tony 
stated that he was a “troubled kid.”  Tony’s mother was concerned that remaining in his rough 
neighborhood would impact his behavior negatively.  At the time, Tony did not agree with his 
mom’s decision to enroll, but he did not have a choice in the matter.   During the interview, 
however, Tony shared how the MSBP has impacted his PGS: 
I would say finding something to have faith in.  Before I came to the MSBP I was the 
troubled kid. But, after going through all my challenges here I found a great path.  I found 
faith in something.  If I ever doubt myself, I have something to put my faith in. And so 
that is like an everyday thing to me now.  This school was like a family.  Everybody 
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showed love and they showed how they loved.  I would say that it is deeper than words, 
but it is really just faith. Like religion.  They used religion to show us how to love. 
Antwuan 
Antwuan was a 24-year old senior in college who was also enlisted in the Army National 
Guard.  Antwuan attended and graduated from a private high school on scholarship.  “Super 
senior” is what Antwuan called himself due to the length of time he has been in college.  During 
the time of the study Antwuan had been enlisted in the military for two years and his ranking was 
Private First Class.  Antwuan aspires, however, to become a Social Worker.  At Antwuan’s time 
of enrollment in the MSBP, he was not in the custody of his natural mother, but they are now in 
communication.  Antwuan admitted to being forced to come to the MSBP due to being in 
constant trouble.  Due to some academic deficiencies, Antwuan had to spend an extra year at the 
MSBP in order to arrive at grade-level prior to going to high school. 
Due to Antwuan’s enrollment at a university that was not in the same city as the MSBP 
the interviews did not take place in-person.  During the initial interview Antwuan discussed how 
the MSBP had been beneficial in his life even up until the time of the study, including living 
with a host family during high school, driving lessons, receiving help with college from staff, 
and opportunities for continuous invaluable advice from volunteers and staff that were connected 
to the MSBP.  When discussing success, there was a sound of excitement in Antwuan’s voice: 
I think I am making it. I do not know a definition, but I am on the right path. I am about 
to be 25. I have no kids. I have not been to jail and I am working towards a good future, 
so I think I am doing pretty good for myself right now.  I just want to make sure I have a 
comfortable life.  That my family will be comfortable.  So, I try to work hard not to mess 
any of that up.  There are a lot of opportunities that I have been given.  Not a lot of 
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people get a lot of opportunities like this. So, I should try my best not to mess this up. 
That is my driving force. 
Jay 
 Jay was a 23-year old first-generation college graduate who was working full-time for an 
established organization.  A scholarship allowed Jay to attend and graduate from a private high 
school.  Jay spoke proudly, yet with humility, about arriving at his present state as he grew up in 
a rough neighborhood and stated that he, “probably was not supposed to make it to 18.”  In high 
school and college, Jay was the captain of his football team and he attributed this role to his 
leadership skills.  These skills were even present during Jay’s interviews as he would often speak 
positively on behalf of other graduates when discussing the MSBP. 
 Jay was being raised by his grandmother at the time he enrolled in the MSBP.  Prior to 
living with his grandmother, Jay came from another city and he spoke about his “rough, low-
income neighborhood.”   Jay was an only-child, at the time, and was thankful that the MSBP 
provided him with “brothers.”  Jay’s single grandmother was responsible for enrolling him in the 
MSBP to give him a better life.  When describing the effects of the MSBP, Jay mentioned the 
day he knew he would be enrolled in the MSBP: 
It definitely turned me into a man.  When I came in, I was a boy, of course.  But, when 
Mr. R.*1 shook my mother and grandmother's hand, he said, ‘by the time I get done with 
him he would be a young man.’  And that is in all aspects of life.  In my mannerisms, the 
way I carry myself, with my integrity, what I am doing when no one else is looking.  And 
 
 
1 Mr. R. was the founder of the MSBP.  Mr. R. was also an administrator, teacher, coach, dorm-parent, and he was 
responsible for building maintenance for most of the time the participants attended the MSBP. 
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the most important thing was just being a good human being in society.  He {speaking of 
Mr. R.} did not want us to graduate from the MSBP and go off and try to be the richest 
man or the best athlete ever.  He just wanted us to be outstanding citizens of our society. 
He did not ask us to do anything extra.  He did not want us to run for president.  He just 
wanted us to be great young men, which I think, pretty much everybody who has 
graduated from the MSBP has.  You can see the changes from the first day walking into 
the MSBP by the time we give our eighth-grade speech how much we have changed. 
Rather physically or mentally, you can tell that there is a big difference from day one to 
the last day.  Mr. R., he worked on us like a statue.  He just chiseled away at us and he 
just worked hard to make us great young men. 
David 
 David was a 23-year old working full-time for an established organization.  David started 
his high school career at a private school on scholarship, then transferred his sophomore year to a 
public school.  Explaining his rationale for transferring, David embraced the idea that attending 
private school was too difficult due to transportation and lack of finances for books and supplies 
that quickly add up within the elite private setting.  These issues were not present for David at 
the MSBP as all resources were provided.  David was enrolled in college at one time, but had to 
take a break due to personal issues with his family.  Aspirations for David include getting 
involved with business, but he spoke in length about being a motivational speaker to help people 
overcome the struggles he has faced, particularly with youth as his audience.  David spoke of this 
passion throughout the first interview.       
 David was one of the two participants who came from a two-parent home with his mother 
and father.  David’s parents made the decision to send him to the MSBP to expose him to better 
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opportunities and to avoid the struggles of the neighborhood.  Playing basketball, according to 
David, was one of his key motivators for attending the school.  The struggles that David spoke of 
during his interviews came from growing up in what he called a “hood environment.”  David 
talked about being exposed to gangs and was relieved to be enrolled in the MSBP because it 
allowed him to see a different life than the “hood environment”: 
The MSBP environment was just completely different.  You come in from your hood 
environment and all my life I was going to public schools. What I was surrounded by in 
public school, it was no different being at home from how it was at public school because 
it was all hood environments.  But once I got around the private schools, I got around 
different people and it just made me have a different look on life because people have 
succeeded already.  It is just a different look of life.  They trained me on how to get to 
that same place, so it was different.  You see, there are two ways you can go.  I could 
have stayed in the hood area; back to the streets in the gangs like I was doing at one 
point.  I could have died like I have seen some people that I knew did or either join this 
path that I was seeing at the MSBP and reach success in different areas, whatever I want. 
John 
 John was a 23-year old college graduate of a small, private university in the northeast 
region who is currently working for an established organization.  The rationale for choosing this 
university was discussed by John within the personal interview and he detailed his desire to see 
something different than where he grew up.  John attended and graduated from a private high 
school on scholarship.  John had strong aspirations of becoming a pilot, but medical issues have 
impeded this ambition, which he discussed several times during his first interview.  When 
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discussing his success, John did not envision himself as successful due to not reaching his final 
career path yet, although he discussed being comfortable financially. 
 During the interviews, John referred to himself as a “go with the flow guy” several times.  
There was no full disclosure from John as to why he attended the MSBP, however, he did reveal 
that his family had gone through a lot of difficulties that required him to be so adaptive.  John 
talked about not asking any questions about enrolling at the MSBP.   Also, John was the only 
participant in the study who never mentioned himself as troubled or coming from a rough 
environment, although he did acknowledge that he grew up in the housing projects at one point 
in his childhood.  The description John gave of himself was a “well-behaved student who did not 
give teachers any problems.”  When asked about the impact of the MSBP John told a story about 
how he was able to learn lessons that have helped him even presently, although he was always a 
model student: 
I feel like I was rather well behaved.  By going through the program I had to realize that, 
regardless of what other people say, I cannot lose my cool.  One thing that you probably 
know with middle school boys is if they ever feel that one person is, I guess I would say, 
above the rest, the community is ganging up on that one person.  For us, in our 
homeroom with Mrs. L.*2, it was who has the most stars or who's on the longest star 
streak on the responsibility chart.  So, what we are going to do is we are going to keep on 
agitating John to make sure that he loses his stuff so that he could talk back to Mrs. L. 
and get a dot on the responsibility chart3.  Not just a dot, but a slash on the responsibility 
 
 
2 * Mrs. L. was a Language-Arts Teacher at the MSBP. 
3 The responsibility chart was a behavior system that allowed students without dots or slashes to be rewarded for 
appropriate behavior. 
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chart.  So, for me, it definitely helped me to kind of come to terms with the fact that not 
everybody is gonna want to see you succeed.  And even if you can start picking up on 
that, do not give them that satisfaction.  It is funny because the school has taught me a lot 
of different things about dynamics and social skills and things like that, which I really 
think about now.  I pick up all these things now, but I did not realize I was learning them 
while I was going to the school. 
Ryan 
 Ryan was a 23-year old college graduate of a large, liberal university in the same city as 
the MSBP who is currently working for an established organization.  Due to connections with the 
MSBP, Ryan was able to be the recipient of a four-year, full scholarship offered at the university.  
While the scholarship covered tuition, Ryan discussed still having to work part-time, attend 
school, and eventually intern while he was at the university.  Ryan has been accepted to graduate 
school, but wants to work full-time for a while first in order to save up money so that he does not 
incur too much student loan debt.  Ryan attended two private high schools since he was 
dismissed from the first one for “losing myself and participating in activities I should not have 
participated in.”  During the first interview, Ryan talked about how he had to be humble and call 
Mr. R. when he was dismissed from the first school.  Mr. R. was able to get Ryan enrolled on 
scholarship at another private high school, where he successfully graduated. 
 Ryan was raised by a single mother, although he shared memories of her being a victim 
of domestic violence.  There were several discussions Ryan included within his interviews of 
growing up in rough neighborhoods, being evicted more than once, and the idea of “poverty as a 
mindset.”  Ryan was convinced that he wants to end the generational curse of poverty in his 
family.  As a first-generation college graduate, Ryan talked about the significance of the MSBP: 
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The MSBP has changed the course of my life.  I look at myself and where I am in life and 
I look at my family.  I have family members who went through the MSBP and had the 
same opportunities and it really changed the course of my life.  I come from a family 
where the habit is to struggle.  The cycle is to struggle and I live a very comfortable life.  
Mr. R. has always been there for me since I attended sixth-grade through eighth.  Mr. R. 
has a good habit of giving me choices that I cannot refuse.  Of giving me options I cannot 
refuse.  I was able to get a full scholarship to a private high school.  Unfortunately, I was 
removed from the school based on losing myself and participating in activities I should 
not have participated in. Mr. R. was there to help me; to give me a second chance and 
give me an opportunity at another private school, which led to me getting a full 
scholarship to a university.  Throughout college he has been there and even after college. 
I just graduated from the university in the spring of 2019.  He was able to get me my first 
full-time employment after college.  I want to be that person in the family people can 
look up to. 
Tre 
 Tre was a 22-year old enlisted in the military as an E5 Sergeant.  Shortly after high 
school graduation Tre enlisted in the military, and he is approaching his fifth year of service.  Tre 
has served overseas for a deployment and discussed his upcoming deployment during our first 
interview.  During the interviews, Tre mentioned that he would not have joined the military 
without the structure of the MSBP.  Tre stated several times that “the military was easy for him.”  
Due to being located in another state, the interviews with Tre were not conducted in-person.  Tre 
started out attending a private high school on scholarship, but family circumstances required him 
to move to another state after his freshman year.  He discussed being homeless several times 
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during high school and during his freshman year in high school, he lived with one of the teachers 
from the MSBP.  When Tre moved to a new state, he attended the public high school in his 
district.  Tre took Advanced Placement classes and stated being completely prepared for the 
transition. 
 Tre accredited his parents coming together to make the decision for him to attend the 
MSBP.  Without hesitation, Tre admitted that he was not in agreement with his parents as he did 
not want to come to the MSBP.  However, Tre also discussed the “foresight” his parents had for 
him in attending the program.  Tre’s parents thought the program would be a great way to help 
him reach his potential.  Tre spoke with pride about the way the MSBP helped him to reach 
where he is today: 
The school helped me in the best way. Literally, the best way.  I feel like something that 
carried over from the boarding school into my high school and adult life was the mindset 
of intestinal fortitude.  It also got me out of what I was coming from.  It got me out of my 
bubble of the same old bad neighborhood, people dying, homelessness, and people 
getting shot. It showed me a lot. Like the world is much bigger than just all this negative.  
I look back at things I do now.  Even in the military. I feel like if I did not do the 
boarding school, I would not be in the military and not be doing as well as I have.  The 
structure that is set forth, for me, just gave me the building blocks to be such a great 
person, a great man, and a great soldier. 
Ronnie 
 Ronnie was a 21-year old sophomore enrolled in a liberal university.  Other than 
Ronnie’s aunt, he will be one of the first people to graduate from college on his mother’s side of 
the family.  A few times during the interview, Ronnie mentioned finishing college so that he 
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could get “higher pay in life.”  A scholarship opportunity allowed Ronnie to graduate from a 
private high school on scholarship.  Ronnie was raised by a single mother, who introduced him 
to the MSBP.  Ronnie was the least talkative during the interviews and gave brief answers to 
most of the questions.  Although Ronnie’s answers were brief, he was certain of the contribution 
the MSBP contributed to his life.  Ronnie is highly into sports and credits the MSBP for his 
introduction to athletics, which helped him to persist through the private high school he attended.  
When closing out the interview, Ronnie talked very briefly about who should go to the MSBP: 
It is not for all kids, but it works for a lump sum, I guess. I guess for the kids that actually 
want to change. It kind of shows by the kids who make it and the ones who do not.  So, I 
will say that boarding school gave me a reason to want to be successful.  It definitely 
came from Mr. R and Mr. Y.*4 who showed me.  I do not know.  They just always told us 
that we could do better. So, I guess, just being told helps. 
Michael 
Michael was a 21-year old working full-time for an established organization with some 
college completion, as well.  Michael started his high school years at a private school on full 
scholarship, but was dismissed from that school his senior year.  It was apparent that Michael 
was still dealing with this dismissal even after three years because he spent a few minutes 
discussing it and openly shared his feelings of “being hurt about the situation.”  Michael spoke 
about the people he had made connections with who were teachers and administrators, and he 
talked about how they had really helped him while he was there.  An alternative, public high 
 
 
4 Mr. Y. was a dorm-parent and administrator at the MSBP when Tim was enrolled in the program. 
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school was Michael’s decision for completing the remainder of his high school education since 
the program allowed students to earn their diploma at their own pace.  Michael revealed that he 
immediately enrolled there after being “kicked out” of the private school and finished earning his 
credits quickly to graduate.  The work force came immediately after high school graduation for 
Michael. 
Michael was one of two participants who had reached fatherhood.  Michael evidenced his 
pride in his six-month old daughter by showing off pictures of the baby and relating a few of his 
answers to the interview questions to her, specifically describing his PGS as “having a healthy 
daughter.”  When discussing college, Michael quickly revealed that he would definitely finish.  
Michael spoke of giving his girlfriend, the mother of his child, time to finish student teaching 
since she is close to earning teacher certification.  When my girlfriend finishes, Michael 
explained, he would be going back to school.  Since Michael works full-time at night, this gives 
them time to equally share the responsibilities of the child.  Michael glowed and grinned when 
discussing the opening interview question about his favorite activity to engage in. “My favorite 
activity to engage in is to be able to put my daughter on my chest and kiss her little cheeks and 
watch her smile at me.” 
Don 
 Don was a 19-year old working full-time for an established organization.  Don graduated 
from a performing arts school within the same city as the MSBP.  The song selection response 
activity (see Appendix I) from Don was utilized as the sample because he included details about 
how the MSBP helped him to get into this school.  Don was admitted in the school for dance and 
he identified this as his favorite activity to engage in.  During the semi-structured interview, 
focus group, and song selection response activity Don included his passion for dance.  Don was 
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brought to the MSBP by his single mother who needed an alternative to the public school.  Due 
to continuously getting into trouble at public school, Don’s mother wanted to make sure that he 
did not become another statistic. 
 Don spoke quite a bit about his identity.  Along with dance, Don talked a lot about 
finding himself while at the MSBP and the acceptance that he found there.  Don was one of the 
few participants that viewed the MSBP as challenging because it was a single-gender school, he 
struggled with academics, and he could not identify for a while.  Don spoke with confidence as 
he continually circled back to this notion of identity within his interviews: 
It was more of the school culture that has impacted me. I feel like the way that they 
surrounded us and the way that they cared for us really showed us that there is more to 
the world and that all it takes is for us to do something and we can do whatever we want 
to do.  The middle school boarding program affected me.  I feel like it affected me 
differently than others because there were challenges within the school that I had to face 
personally because I was not like the others.  It was hard for me because I knew myself.  I 
did know myself at a young age and going to an all-boys school, I was different than 
most of the guys there.  So, I kind of had to learn how to be in that environment and feel 
comfortable.  It took me a while to understand that though. Because I was not being 
judged or anything, I realized that this place was more than what I was used to. It was 
like a Brotherhood there. I felt comfortable and that allowed me to be more of myself for 
me to be the better person that I am today. I feel like there were tons of people who 
helped me overcome my challenges, they pushed me and encouraged me to be more of 
myself and to do things that I love to do regardless of what people may think or 
regardless of what the normal way may be.  So, they helped me a lot. 
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Garfield 
 Garfield was a 19-year old working full-time for an established organization.  Garfield 
started out his high school education at a private school on scholarship.  After Garfield’s 
freshman year, he moved to live with his mother and attended the public school close to his 
residence.  While attending the MSBP, Garfield was in the custody of his single grandmother.  
Garfield’s grandmother was the custodial adult who was responsible for enrolling him in the 
MSBP because she wanted him to grow up and obtain success.  At the time of this study, 
Garfield was also enrolled as a second semester freshman at a two-year college.     
 Similar to Ronnie, Garfield also gave brief answers.  During the first interview, Garfield 
discussed how the MSBP helped him make some “life decisions” as he took a gap year after high 
school.  For more than one interview question, Garfield spoke about the significance of the 
“controlled environment” of the MSBP.  During these times Garfield told accounts of how he 
transferred schools and residences a lot in elementary school.  Garfield spoke mostly about the 
people who impacted him within the MSBP: 
A lot of it was that it is very isolated; a controlled environment.  The people in charge, 
like the leaders and the speakers, they get to have a lot more influence on what you 
learned and how you intake things.  Mr. R. helped me a lot one-on-one, especially when 
it came to high school and getting into private schools and what not.  He helped me push 
myself education wise.  Mr. H.*5 helped a lot with religion, I guess, because I did grow 
up going to church and being at the MSBP he kind of brought the religion in a lot.  And 
 
 
5 Mr. H. was a dedicated mentor at the MSBP. 
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then there was Mr. Y; he was just fun to hang out with.  It helped me adjust to the 
program.  Even after I finished the program, I got to reach out to the alumni people like 
Mrs. G.6 and they helped me get a calculator for math class because I could not afford 
one. They just gave me advice and echoed everything I learned while I was there. 
Results 
 The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  Individual semi-structured 
interviews, focus groups, and a song selection response activity were analyzed using Moustakas’ 
(1994) steps for transcendental phenomenological research.  This included the Epoche process, 
phenomenological reduction, imaginative variation, and synthesis to identify the results of this 
research study.   
 To begin the data analysis process, I was required to engage in the Epoche process by 
bracketing any preconceived thoughts about the participants and any concepts related to the 
phenomenon studied through use of a reflexive journal and meditation throughout the study.  
While it can be difficult to be nonjudgmental when listening to participants describe their 
experiences of the phenomenon it is important to provide results that are free of researcher bias.  
As a result, this was the most difficult process of data analysis during the study.   
To continue analyzing the data, all semi-structured interviews and focus groups were 
transcribed using Wreally Transcription software.  Participants reviewed the individual 
 
 
6 Mrs. G. was a volunteer who worked with students, specifically alumni of the MSBP. 
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transcripts as a component of the member checking process to check their credibility and provide 
feedback regarding the accuracy and validity of the information.  Each of the participants agreed 
that the transcriptions accurately represented their responses.  These transcriptions along with the 
explanations from the song selection response activity were uploaded into NVivo software to 
engage in phenomenological reduction in order to produce initial codes (see Appendix J).  After 
initial coding, these codes were reviewed in an equal manner to determine their importance to the 
experience of the MSBP and its contribution to PGS.  Any codes that were not related to this 
experience were removed and/or reorganized using the NVivo software.  The initial codes were 
merged to form subcategories that had similar meanings (See Table 2).  These merged codes 
produced connected meanings, which resulted in identifying themes related to the research 
questions.  The themes generated through data analysis provided answers to the central research 
and sub-questions.  There were six themes generated from this research: Character Development, 
Social Capital, Structured Environments, Exposure Experiences, A Band of Brothers, and High 
Expectations.  Appendix J lists the themes that were identified from the data along with the 
codes that provided the themes.  For reference, a table is provided with each participants’ song 
selection along with the identified themes (See Table 3). 
Table 2 
Open Codes with Themes 
Open-Codes Enumeration of Open-
Code Appearance Across 
Data Sets 
Themes 
Character Building Actions 83 Character 
Development Character Lesson Descriptions 32 
Character Trait Words 126 
Access to Basic Needs  89 Social Capital 
Advice 63 
Connections 58 
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Financial Support 24 
Role-Model 76 
Consequences 79 Structured 
Environments Routines 47 
Structure 129 
Field Trips 68 Exposure Experiences 
Speakers 43 
Special Events 51 
Vacations/Out-of-Town Trips 37 
Brotherhood 59 Band of Brothers 
Family 36 
Friendship 48 
Education 21 High Expectations 
Character 32 
Life Skills 19 
 
Table 3 
Song Selection Responses with Themes 
Name Song Selected Artist/Show/Movie Theme(s) 
Robert “Zip-A-Dee-Doo-Dah” Louis Armstrong/Disney Social Capital 
Tony Theme Song “Fresh Prince of Bel-Air” Social Capital 
Structured Environments 
Antwuan “Zip-A-Dee-Doo-Dah” Louis Armstrong/Disney Social Capital 
Jay “Never Would Have Made It” Marvin Sapp Social Capital 
Exposure Experiences 
David “Leap of Faith” R. Kelly Character Development 
John “God Bless the USA” Lee Greenwood Exposure Experiences 
Ryan “Lean on Me” “Lean on Me” Social Capital 
Band of Brothers 
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Tre “Ultralight Beam” Kanye West Character Development 
Exposure Experiences 
Ronnie “Respect” Aretha Franklin Character Development 
Michael “The Show Goes On” Lupe Fiasco Social Capital 
Exposure Experiences 
Structured Environments 
Garfield “Alright” Kendrick Lamar Social Capital 
Character Development 
Don “I Just Can’t Wait to Be King” “Lion King” Social Capital 
Character Development 
 
Theme Development 
 There were six themes that were identified from data analysis.  They include Character 
Development, Social Capital, Structured Environments, Exposure Experiences, A Band of 
Brothers, and High Expectations.  The ripple effect, which describes the spreading results of an 
action will be included within some of the themes.  Graduating from the MSBP created a ripple 
effect for some of the participants because their enrollment in or completion of the program 
produced benefits for them or their family. 
Theme One: Character Development 
 The first identified theme was Character Development.  During the semi-structured 
interviews, focus groups, and the song selection response activity, participants were clear that 
their experience at the MSBP involved character development.  To the participants, character 
development was not just a component of the curriculum at the MSBP, but it was part of their 
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daily routine.  Every participant included examples of how the MSBP focused on character 
development and how this attribute allowed them to persist to PGS.  According to the 
participants, administrators, teachers, mentors, volunteers, and speakers were all responsible for 
their character development. 
Robert, Jay, Tre, and Don all stressed how the MSBP contributed to them “developing 
into a man.”  Robert discussed the cliché regarding what a man of character is stating, “A man of 
character is the definition of integrity, it is what you are doing when no one is looking.” Robert 
discussed how being a man of integrity forces you to live your life within limits.  To continue the 
discussion Robert included, “Even when you do idiotic things, there is still a limit a man of 
integrity will not go past and that protects you.”  Tre expressed, “The MSBP taught me how to 
be the type of man that treats people the right way and how to hold your own as a man.”  During 
the first focus group, the participants dialogued back and forth regarding how they were able to 
learn valuable lessons that showed them what it was like to be men although most of them did 
not grow up with their father.  The participants mentioned multiple males who they could look 
up to as role-models to help them define manhood as a result of the various men they were 
exposed to at the MSBP. 
Every participant, in at least one of their forms of data collection, discussed character 
virtues they built that were the result of the MSBP.  Examples that were discussed during the 
semi-structured interviews included maturity, encouragement, productivity, patience, 
perseverance, and intestinal fortitude.  Tre attributed his “mindset of intestinal fortitude” as the 
reason why he has been able to increase in rank quickly and fit in so well in the military to the 
lessons learned while he was at the MSBP.  Encouragement was an important virtue that the 
participants received from administrators, teachers, and volunteers that John mentioned “pushed 
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them” to achieve accomplishments that they did not believe could be reached.  Robert included 
the blessing of a patient staff when discussing changes in his life as a result of the MSBP: 
I think for me personally coming into the MSBP, I was a very angry kid.  I think many, I 
think most of us were.  If you have patient staff, if you have patient individuals that can 
work with kids like me who had ADHD and was angry. I attribute my calmness, my 
ability to stop and think, and to breathe; I learned that over the course of my three years. 
It was in school.  I attribute my ability to just kind of like coexist with others and to be 
able to talk through situations with myself without it resulting in pure anger. That is one 
thing I attribute to the boarding school. 
During his semi-structured interview Michael confessed: 
The MSBP affected me in a very positive way.  I used to not have confidence.  I did not 
have enough confidence in myself as much academically.  So, I used to just kind of shy 
away from the challenges.  But, once I got there, I started getting more confident and 
started to know a lot more. I started asking more questions and it became easy. 
Within the song selection response activity, examples included faith, positivity, greatness, 
respect, and hope.  Within his song selection activity, Ronnie wrote about how teaching respect 
was the driving force of character development at the MSBP: 
I chose RESPECT by Aretha Franklin.  That is all that was built into us.  The first thing 
we learned when going into the dining room was to put a napkin on your lap. Stand up 
when a lady comes to the table.  Ask to be excused.  It was all about respect.  If you did 
not do something right, you were given a consequence.  I definitely feel like I would 
never disrespect anyone.  It is just not how I was taught.  So, just being taught how to 
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respect was embedded in me.  Once you know how to respect and be more mannered the 
rest is easy. 
Focus groups included examples of confidence, faith, acceptance, and responsibility.  
Responsibility is a vital skill that transfers into success in anyone’s life.  The participants shared 
examples of how the MSBP taught this important virtue. Jay was very detailed about how 
learning responsibility has been a transforming factor in his life: 
Now that I am an adult it was not so much as it being petty for us doing something petty.  
It was kind of trying to teach us responsibility and that all your actions have 
consequences.  As you get older, it is not going to be some small thing.  You should be 
happy that you are mulching or weeding because, as you become an adult you are not a 
child anymore, so your actions can give you a lot worse consequences now.  Which I 
have seen.  Not that I have been in trouble or anything, but for instance, if I am speeding 
and I get a speeding ticket, that is a consequence for my actions.  I decided that I did not 
want to abide by the laws.  So, Mr. R. was trying to teach us from a very young age that 
everything that you do is either going to give you a good outcome or a bad outcome, but 
if you decide you did not want to abide by the rules that Mr. R. set forth, there would be 
consequences.  At that age, I was like, I got consequences for not having my shirt tucked 
in.  This is stupid or I got consequences because I came thirty seconds late to class, which 
I thought was silly.  But, as I got older those types of things turned into accountability as 
I went to school.  You know, my college, I showed up to work on time.  And then as that 
transition turned into me being a team captain for college, I had to have accountability for 
everyone else.  So, if I am showing up late, I am showing other guys, the freshman and 
other guys who are looking up to me, that it is okay to not be on time for things, which is 
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not good at all.  That transitioned after I got out of college into work. You cannot show 
up 30 seconds late to work or you will be reprimanded for that and there will be 
consequences.  So, like I said, to reiterate that, Mr. R. taught us at a young age to be 
accountable, and that your actions, you either have a good consequence or a bad 
consequence. 
Although the MSBP does not have any religious affiliation, Jay, David, Tony, Tre, and 
Garfield discussed the spiritual aspect of character development.  Being at a MSBP for five-days 
per week and returning on Sunday night can be a deterrent from attending church if that was a 
normal part of your daily routine.  Therefore, for the participants it was important for them to 
have “spiritual guidance” within the MSBP as a form of character development.  Jay, David, and 
Tre all chose songs that had a spiritual connection for their song selection response activity.  
Jay’s description of his song included the fact that he knew his song was directed to God, but he 
chose it writing, “God placed me there and I would not be who I am today without the MSBP.” 
David wrote, “This song, “Leap of Faith,” reminds me of the MSBP because the MSBP taught 
me how to have faith.”  Tre’s song, “Ultralight Beam” is written by a rapper who parallels his 
life to the Apostle Paul in the Bible.  His response included, “The song reflects a ray of sunshine 
just like the school.  Throughout the negative when I went home on the weekends, when I went 
back it was sunshine.  The school was positive.” At his semi-structured interview, Tony 
described religious experiences that were helpful in producing positive character within him: 
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On the first day, we prayed as a whole group.  All the boys and Mr. and Mrs. R.,*7 we 
prayed over everything.  Throughout the year, we have classes and we would always go 
to the R.’s and ask questions like ‘what does love mean?’ and Mrs. R. would bring up 
stories from the Bible.  We had Mrs. N.*8 too and she was a big religious person.  So, she 
is the one that always made sure we knew something about the Bible.  She made us do 
homework and class presentations, and she would say that you remind me of this person 
in the Bible, so I want you to read this and do a presentation.  So, it was all kinds of ways 
that you could study the Bible in the school. 
Character development was a very significant factor for the students at the MSBP.  Not 
only did the participants develop character during their time at the MSBP, but they carried these 
“lifelong lessons” with them through high school and into college, the workforce, or the military.  
The participants of the MSBP valued this development and they have allowed these experiences 
to shape who they are as young men within society.  As Ryan stated during his focus group 
interview, “As an African American man in White America, the bar is set really low.  Mr. R. 
raised the bar for us and kept it there.”  Raising the bar has allowed these young, minority males 
from low-income backgrounds to surpass statistics that include high school dropout rates, 
unemployment, and incarceration. 
Theme Two: Social Capital 
 The second theme was identified after recognizing that the participants all shared stories 
about the people who they were exposed to while attending the MSBP.  These people were not 
 
 
7 Mrs. R. was the founder’s wife.  She was also a teacher, dorm-parent, and cook. 
8 Mrs. N. was a volunteer teacher and mentor at the MSBP. 
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only available to them during their time at the MSBP, but they continued these relationships into 
high school, college, the workforce, and the military.  Each participant within the study had a 
story to share within their semi-structured interview or focus group that visualized how they took 
advantage of the social capital created during the MSBP.  All of the participants knew that they 
would not have been exposed to the people who have allowed them to create social capital 
without being a part of the MSBP.  John said matter-of-factly during the focus group interview, 
“Just by being a part of this school, all the students can tap into that social network and receive 
things that they would not necessarily have if they went to public school.”  Michael stated, “You 
get connections with all types of people in society that you did not even know existed.”  There 
were also song selection activity responses that illustrated social capital as an advantage for PGS 
for graduates of the MSBP.  Tony compared his experiences at the MSBP to the theme song 
from the television show, “Fresh Prince of Bel-Air.”  Tony included, “It is just like how they 
bought Will in from Philadelphia to California to a mansion.  The R.’s did the same thing for us. 
It might be a different culture, but it has the same scenarios.  It got us out of our old 
environment” 
The word “connection” was a repeated code during the data analysis phase that provided 
significant responses from the participants.  In his interview, John raved about meeting the 
mayor, members of the city council, and pilots during his time at the MSBP.  John had 
opportunities to appear on the news and represent the school at community events, which also 
built his social capital.  Robert discussed speaking in Washington D.C. and having access to 
prominent people in the community, like bank presidents, company CEOs, and former NBA 
players who will genuinely answer their phones and provide him with advice if needed.  Robert 
stated: 
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All the connections that were made through the MSBP, I still use those connections. That 
is where a lot of my success has come from.  I think that is the biggest.  I did not know 
this until a few weeks ago that a few of the women who started off as volunteers at the 
school, their husbands, ones a bank president.  Just being around him and him giving you 
advice not even about banking, but just in general, you take that and you use it.  Then, a 
lot of the board members.  A lot of them are prominent in the community.  But, if I were 
to call them and say, ‘hey, what do you think about this, or could you help me’ they 
would do their best to help me.  Being able to have that type of comfort and confidence I 
mean, it is like you cannot put a value or price on something like that.  It is just like I 
have a level of comfort that a lot of people will probably never have. It is not because of 
money.   I am lucky that I know a lot of people. 
For some participants, social capital was a necessity even after leaving the MSBP.  Six 
participants either lived with a host family or stayed at the MSBP during a portion of their high 
school years.  Due to connections formed through the MSBP, Robert, Antwuan, Ryan, Tre, and 
Garfield stayed with host families while attending private high schools.  Tre shared two separate 
stories during the focus group that illustrate the life-changing effects of social capital as a result 
of attending the MSBP: 
At the time, I did not know it was a need, but it gave me the need of feeling like I 
belonged to something. Of home. Before the MSBP I was changing hands and I had been 
homeless so many times.  Being there, it gave me the feeling of being a part of something 
and having the family setting that you see on TV.  So, I guess for me, it was a loving 
environment that I needed to function in the real world honestly.   
In Tre’s second story there was a long silence after he shared among his peers.   
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I had been homeless for about two weeks.  I do not know what happened or if someone 
talked to somebody, but Mrs. N. had caught wind and I had ended up staying with her my 
freshman year.  She pulled up to me one day.  She pulled up and was just like, get in. 
What could I say to her except for yes ma'am?  I ended up staying with her my freshman 
year.  It was amazing honestly.  I caught the bus every day to high school because she 
stayed far out.  But, that was fine.  It was just like home honestly.  With her, it was just 
like staying with your own grandma.  Someone you have known your entire life.   
Michael and Don stayed at the MSBP during their freshman year of high school because 
they needed the structure and support that was provided within the MSBP.  While only Robert 
and Antwuan remained with their host families past their freshman year of high school, all of the 
participants continue to benefit from the social capital that was created during these experiences.  
Ryan mentioned that he still visits one of his host families on holidays.  Robert was able to get 
help for his best friend, Antwuan, while he is in college, based on the relationship he still has 
with his host family.  During the semi-structured interview, Don discussed how the MSBP 
helped him in high school: 
They helped me obtain PGS by continuing to be in my life while I was in high school.  I 
had the opportunity to actually stay at the school while I was in high school.  That helped 
me because I was able to have the resources that some of the people that I went to high 
school with probably did not have.  The same connections and resources that I had in 
middle school were still opportunities in high school. 
Also significant to this study, is the fact that there were several participants who were 
afforded opportunities after their graduation from the program that would not have been possible 
without the MSBP.  Six participants received their diplomas from private high schools that they 
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would have never been able to attend due to the high cost of attendance.  Robert, Antwuan, Jay, 
John, Ryan, and Ronnie received scholarships, stayed with host families, and continued 
relationships with the MSBP to sustain themselves while attending the private high schools.  
Transportation, lunch costs, uniforms, and school supplies can all be barriers for LISs when 
attending private school.  The social capital created as a result of the MSBP helped these 
participants overcome these barriers.  During his semi-structured interview, John named several 
private schools that he received high school scholarship offers from that he had never heard of 
before attending the MSBP.  John’s nephew is attending the same private high school on 
scholarship that he graduated from, which signifies the ripple effect of his attendance at the 
MSBP.  Antwuan included during his interview, “I lived with a family for a little bit during high 
school.  I am still pretty close to them.”  During his focus group, Jay shared a story about his 
custodial grandmother who had cancer while he was in high school.  Jay’s grandmother was at 
the stage of receiving treatments and could barely walk.  Jay discussed how someone from his 
private high school, still unknown, payed for her to have an in-home nurse.  Also, Jay went even 
further to explain how, during her cancer treatments, his principal sent him home with meals 
daily.  This is another example of the ripple effect of attending the MSBP. 
Don had been rejected from the performing arts school for high school when he first 
applied.  Despite his rejection, Don was able to utilize social capital from staff at the MSBP to 
push to get him into the school.  Garfield took a gap year after high school.  Due to this gap year, 
Garfield needed help and received a lot of advice from volunteers and staff from the MSBP 
during this time to determine his life path.  During the focus group Garfield stated, “I probably 
would not be going to college if I did not attend the MSBP.”  Ryan received a full scholarship to 
college that was the result of the MSBP and he is a first-generation college graduate.  Robert, 
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John, and Ryan each utilized their social capital to gain their current employment opportunities 
and define their success as living comfortably.  Many of them still call mentors from the MSBP 
for advice as they seek advancement in their lives.   
Social capital is a contributing factor to success.  However, for minority male LISs it is 
often not available to them.  The MSBP provided the participants with opportunities that 
contributed to them reaching PGS.  Jay included an African Proverb when discussing the MSBP, 
“It takes a village to raise a child, and the MSBP was definitely a village.”  Each participant was 
thankful for the “village” that was provided at the MSBP. 
Theme Three:  Structured Environments 
 One of the words that was repeatedly stated throughout the semi-structured interviews 
and the focus groups was “structure.”  This contributed to the third theme: Structured 
Environments.  As each of the participants shared a story of coming from a difficult 
circumstance prior to coming to the MSBP, they explained that structure was critical for their 
persistence through the MSBP and life.  The participants viewed structure in different ways 
contributing to different names used for a structured environment: Garfield called it a “controlled 
environment” and even used the term “isolated” when discussing what he liked about the MSBP 
because he was transient prior to enrolling in the MSBP.  Don referred to it as a “disciplined 
environment” and focused more on consequences.  Michael used the terminology “strict 
environment” and focused on the “tight schedule” that prevented any down time.  In the song 
selection activity response Michael wrote, “In the song all the kids made it out just like us 
because we had people constantly on us, pushing us to be the best we could be even when we did 
not see it.” In Tony’s song selection activity he wrote, “Will was pulled from a dangerous 
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environment like us to a safer environment.”  Regardless of the wording used to describe the 
environment of the MSBP, each participant attributed their PGS to that structure.   
Tre, a Sergeant in the military, described how easy basic training was for him in 
comparison to his peers stating, “everything from the MSBP just kind of catapulted me to where 
I am today in the military.”  During the focus group, Tre and his former MSBP “brothers” 
laughed while he discussed basic training, “Everyone would fail room checks, but I never failed 
one day during my nine-week basic training.” They all continued the focus group after he shared 
this laughing and discussing how Mr. and Mrs. R. taught them how to make their beds using 
hospital corners that most of them still use today.  If they failed room check during the MSBP, 
they would miss out on dessert or recess.  Therefore, that routine became a habit so that they did 
not receive the negative consequence. 
During his semi-structured interview, Don spoke of structure in terms of discipline.  Don 
stated: 
The middle school taught me discipline.  An easy way they taught discipline was if we 
did not do something, there was a consequence for it.  Regardless of what it was.  They 
taught us that there was a consequence for everything regardless of if it was good or if it 
was bad. So, it just got us in the mindset of basically, it is a cause and effect for 
everything. Whatever we do. We have to be ready for whatever the outcome may be.  
That taught responsibility since they just stayed on us.  They stayed on top of the things 
that we needed to do. They, I cannot say they overloaded us, but they gave us a lot of 
things to do and made sure that we did everything that they gave us to do. So, that taught 
us a lot of responsibility about getting things done and doing the job right. 
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John spoke of structure in his semi-structured interview and his focus group interview in 
relation to routine.  When responding to the question about changes in his life that he attributes 
to the MSBP he explained: 
The MSBP definitely made me want to have more structure. I feel like I am a structured 
person.  Basically, Monday through Friday we had everything spoken for.  So, for me, 
structure, it is easy.  It is something that I can just go through. I do not really think about 
it.  I am like, all right, I gotta do this.  I gotta do that.  I am the type of person where I just 
like to go and when I do not have anything, I am like what am I going to do? I think the 
MSBP also made me want to have that same stability in my life now because even though 
I may have off days it kind of makes me want to have my things in order so that I am not 
floundering around just going through life all willy-nilly. 
Jay chimed in after John to continue the conversation about structure: 
I think John touched on it a little bit about the structure.  I still use that structure today. I 
still make up my bed every morning.  I do not know if you all still do that.  This place 
just kind of put us on this schedule.  I am just used to a schedule.  From here, to high 
school, to college with time management especially with playing sports. I did not have 
much free time to try to do all the extra stuff, so I had to manage my time to make sure I 
was getting what I needed to get done in the classroom so that I can perform on the field 
and vice versa.  I think Mr. R. instilled that in us from day one.  It has to be done right. 
You have to get it done or it is going to be consequences if you do not get it done. So, if I 
do not do my homework then I cannot play in the game and I hurt my teammates. I am 
hurting the program.  So, I think the same thing for Robert, myself, John, and Tony for 
work. We do not show up for work, we cannot get our bills paid.  Tony's kids cannot 
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eat.  Robert cannot go up further in the business.  So, it is just all structure. It is just the 
little things that Mr. R. was hitting on the head when we were younger. We thought he 
was trying to be a pain in the butt, but in all actuality, he was just trying to prepare us for 
the real world. 
 In his semi-structured interview, Antwuan actually described the structure of the MSBP 
with a break-down of their schedule: 
Mr. R. always had structure, like a lot of rules.  So, I guess that was teaching you to go 
through the day and do what you are supposed to do.  It always kept you on the straight 
and narrow.  He made sure you got everything done and stayed focused. So that is what 
the school has helped with, teaching structure and focus.  I woke up at 7:00 in the 
morning.  We had breakfast and we had to make our beds and clean up everything.  Then, 
we would have class.  You pretty much could not do anything until class and chores are 
done.  Then you had your free time and then you start over again. You have study hall at 
seven.  Mr. R. preached, ‘the day is not done until the work of the day is done.’ Now, I 
am clean, punctual, and I work hard.  
Throughout the interviews, multiple participants discussed how structure has allowed 
them to persevere in ways that they have mentioned their higher-income peers fail.  Robert 
stated, “When you come from a low-income background with structure, you do not go into 
college thinking that because you left your laptop charger that the professor will excuse your 
missing assignment.  You understand deadlines.” Each of the participants laughed, yet agreed.  
They continued to discuss scenarios and stories in which they watched their higher-income peers 
fail classes, complain about being stressed out, and drop out of college or lose jobs, whereas they 
persevered.  It was during this part of the focus group that Robert, Tony, John, Tre, and Jay 
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displayed a sense of pride in their struggles, low-income background, and their identity as black 
men.  While there are so many statistics that plague minority male LISs, people fail to mention 
what Antwuan stated in his semi-structured interview as, “the resiliency you develop as a result 
of the requirement to overcome the adversity that you face as a black man.” 
Theme Four: Exposure Experiences 
 One of the semi-structured interview questions contributed to the fourth theme: Exposure 
Experiences.  When asked about their favorite memory of the MSBP nine of the 12 participants 
included activities that provided them with exposure to a new experience.  They chose out-of-
town summer trips, field trips, restaurants, and weekend sporting events.  For LISs, lack of funds 
can be a deterrent to being able to enjoy these experiences.  However, the participants within this 
study attributed their desire to “make it out” to being exposed to people who had obtained higher 
levels of success than they saw in their neighborhoods.  Additionally, this increased their desire 
to earn enough income for future travel.  Ronnie and Jay both talked about an out-of-town 
summer trip to an eastern U.S. state.  Ronnie discussed, “We were kayaking, seeing part of the 
world that was not the city park.  It was kind of cool.  We got to go to the beach.  We made 
blueberry muffins homemade by picking the blueberries ourselves.” Jay provided memories of 
the same experience, “My favorite trip was going kayaking every summer.  Going up on the 
mountains and looking out.  It was a different experience when I was that age.  It was all new to 
me, something I had never done before.”  
There were experiences at the MSBP that also kept the students active and out of trouble. 
Don and Jay both discussed swimming each week.  Don talked about how some of the 
participants learned to swim for the first time.  Jay shared his experience of learning to swim as 
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something that he would have never considered and explained how Mr. R. was focused on 
providing them with new experiences.  Jay stated: 
We were given the opportunity to decide if we would play basketball for recreation or 
competitively.  Of course, we chose competitively.  I met some people that I met in sixth 
grade that I became close to when I went to high school just from playing basketball 
against each other from a young age.  Mr. R. tried to give us the experience to learn 
things that we had not learned.  Probably opportunities that we would not have gotten 
because we came from different backgrounds.  He exposed us to the same opportunities 
that a kid who went to a wealthy private school had.  Mr. R. tried to make sure that he 
instilled those experiences in us.  Mr. R. was trying to make sure that we had the same 
experiences and the same treatments as those other private school kids were getting.  
During their focus group, Jay and Robert both discussed how they did not feel inferior 
when going to a private high school as the minority due to the experiences that they had at the 
MSBP.  Although there were definite differences in SES and ethnicity, they still felt that they 
shared a common ground since they came from the MSBP.  The students already knew them, as 
well, due to playing sports against them each year that they were in middle school.  These 
experiences smoothed their transitions into the private high schools.  Robert, Jay, and John also 
spoke about trips that they were asked to go on when they attended their private high school.  
These trips cost thousands of dollars, and only Robert and Jay were able to go due to sponsors 
from their schools. This is yet another example of the ripple effect of attending the MSBP.  
Traveling is a luxury that many LISs never experience, but the participants within this study 
were afforded the opportunity due to the connections that resulted from being a part of the 
MSBP. 
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Exposure to successful men at the MSBP encouraged them to want to reach higher levels 
of success themselves.  During the first focus group, the participants discussed a program that 
Mr. Y. started at the MSBP, which consisted of a weekly mentoring program that brought in 
African American men who came from similar circumstances, but persisted to success.  The men 
spoke with them about how they overcame their own situations and encouraged them to have 
goals for themselves.  Another component of the program allowed the students the opportunity to 
attend events with the mentors.  The program ended after one-year when Mr. Y. stopped working 
at the MSBP, but the participants discussed how successful this program was in inspiring them to 
want to obtain a high level of success for themselves.  David also spoke of his growth in terms of 
being exposed to new environments.  David admitted, “Going to some of the adults’ houses from 
the MSBP.  I was not used to going to houses like that from that part of town.  They were more 
expensive, so it motivated me to do more.” 
In Michael’s song selection activity response, Exposure Experiences was a theme.  
Michael chose a song that talked about “making it out of tough situations” and in his reflection 
he wrote: 
All the kids pretty much kind of come from the same background and we all knew about 
each other’s situations. We all knew we had the same struggle. What the R.’s did was 
they took us and put us in a different environment, and they showed us that it does not 
have to look the way that we are seeing things.  They showed us a different side of life. 
So, we all got to experience things that no other kid that comes from where we come 
from really experienced. So, it put us in a better place. It is just like little things like the 
field trips that we used to go to. They used to take us to different places.  My sixth-grade 
year we went to this NASA Center.  We just learned about a lot of stuff in space. I feel 
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like if I had not went to the MSBP I would not even know this place existed.  Like the 
different people that we met that have different rank in the city that we did not even know 
existed. We just thought they were part of the MSBP, but they had big rank.  It was a 
bigger picture. 
When discussing his favorite memory of the MSBP during his semi-structured interview, 
Garfield spoke about a big chess tournament.  Garfield stated, “The chess tournament was 
between basketball and track season.  I already kind of knew how to play it, but it was one of my 
favorite things to do since we did not have phones.  I was able to get better at it.”  When 
discussing what he liked about the MSBP during his semi-structured interview, Ronnie spoke 
about trips, “I like that they actually took us to plays and orchestras. I thought that stuff was cool.  
That is something that I would have never known that I liked.  I would have never gone to 
anything like that.  That was fun for me.” Don spoke about being exposed to dance classes, 
specifically ballet.  One of the volunteers took Don to classes each week.  Don told a story about 
the school going to one of his ballet performances and he mentioned that he was never made fun 
of for being a black male engaging in ballet.  It was a new experience that led Don to attend a 
performing arts high school, which was another ripple effect of the MSBP.  These stories suggest 
that the activities/experiences provided by the MSBP allowed students to stay busy while still 
having fun. 
Theme Five:  A Band of Brothers 
 Theme five, A Band of Brothers, was identified as a result of coding the transcripts and 
based on my observations during the focus groups and semi-structured interviews.  Brotherhood 
was an important component not only mentioned by each of the participants, but sometimes it 
was implied within the study.  As the researcher, it was important to allow themes to develop 
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based on the unspoken data.  During the face-to-face focus group, it was apparent that A Band of 
Brothers had to be a theme.  The participants went over the allotted hour for the interview due to 
joking and sharing a lot of old memories and they remained in the MSBP for ninety minutes 
beyond the focus group interview continuing to reminisce with one another.  Prior to the start of 
the focus group, Tony, John, and Robert showed up 15 minutes early.  When Robert realized that 
his best friend Antwuan would not be joining us online for the focus group due to his work 
schedule, he called him several times via FaceTime until he answered to allow him to speak to 
Tony.  Tony had not seen Antwuan for years, but they spoke to one another like no time had 
passed.   He had his daughters also FaceTime so that Antwuan could see them and Tony beamed 
with excitement while they spoke.  During that 15 minutes, there was not a quiet moment.  
Laughter continuously filled the room as Tony, John, and Robert shared experiences of the 
MSBP and joked amongst each other.  When Jay showed up last, the others collectively poked 
fun of him and they shared several laughs.  Tony and Robert shared that “joking” was a pastime 
that kept them entertained right before bed. 
   Ryan chose a song for the song selection response activity that centered around 
brotherhood.  Ryan chose the song “Lean on Me”  and wrote in his explanation, “It is a song 
about being there and having a support system.  That is the whole culture of the MSBP.   You 
have someone to lean and depend on.”  David stated, “We were around each other for a long 
time.  Iron sharpens iron. We helped each other grow.  That is my experience with Brotherhood.” 
Antwuan stated during his semi-structured interview, “Some of the guys have helped me stay on 
the straight and narrow.  I might not even be in college if it weren’t for my best friend Robert.”  
Robert had discussed this same situation in his semi-structured interview: 
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My best friend is Antwuan.  We did not like each other at first, but our parents were good 
friends. So, they would hang out which means we had to hang out.  Over time we started 
to like each other a little bit more towards eighth grade.  When we got ready to apply for 
high school, we were going to go separate ways and then, we were like, we might as well 
stick together. We have already been together this long, so we stuck together through 
middle school and high school and I think that is one of the relationships where we try to 
push each other.  There is a point where we call each other and say, ‘man I am tired and I 
do not want to do this anymore. I am ready to drop out and I go excuse me. What was 
that?  How many more hours you got left? You better finish.’ So, we definitely push each 
other.  I mean we all push each other.  We are asking each other, ‘so what's next?’ 
Antwuan and Robert were not the only two who were best friends.  Michael and Don also called 
each other “best friends” during their semi-structured interviews.  Michael stated, “When I am 
feeling down, my best friend Don reminds me of what we have been through and encourages me 
to keep my head up.”  Ronnie spoke about continuing his relationship with participants, like 
Michael, in high school although they were at different schools.     
Although Tre left after his freshman year of high school and moved to another state, 
when discussing relationships he built during the MSBP he stated, “I guess lifelong friendships.  
Although I have a hectic schedule due to the military, whenever I come back to the city, I always 
meet up with Ryan. It is like it has not been long.  It is a lifelong brotherhood I feel.” During the 
second focus group, Tre connected through FaceTime and at the end of the focus group each 
participant passed the phone around to look at him, thank him for his service, and wish him 
safety on his upcoming deployment.  Although they had spent a considerable amount of time 
“catching up” through joking, there was no joking going on during this moment.  Each 
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participant was sincere and you could hear the seriousness in their voices as they all said their 
good-byes to Tre.  At the time of this focus group, Tre had 15 days left until his deployment.  
This demonstrates how the theme, A Band of Brothers, is another example of the ripple effects of 
attending the MSBP.  Some of the participants within this study have created a brotherhood that 
will provide them with a support system that will last a lifetime.  
Theme Six:  High Expectations   
 All of the participants communicated that the people they encountered within the MSBP 
had high expectations for them; therefore, the last theme that was identified from the data was 
High Expectations.  These responses were provided within the semi-structured interviews and 
the focus groups.  There were not any song selection activity responses that revealed this theme. 
 “Expectations,” “academics,” “school,” and “education” were some of the keywords that 
were identified from the interviews and focus groups related to the theme high expectations.  
Several of the participants recognized that the administrators and teachers had high expectations.  
Tre, Tony, David, and Garfield, who shared their experience of graduating from public high 
school rather than private realized that there were high educational expectations while they 
attended the MSBP.  Garfield stated, “They have expectations for us all and you want to live up 
to the expectations.  They want everyone to graduate with good grades, get into a college or the 
workforce, and go on to do something after that.” During the focus group Tony included, “I went 
to public school, so it was easier for me because the MSBP required school all day.  The R.’s 
always said, ‘school is not over until we say it is.’ There was no bell or anything.  That is 
probably the reason I work a lot now.” David explained, “The MSBP was a way to get a better 
education that provides more opportunities.  I believe it is a higher standard of education that 
prepares you more for college.” Tre stated: 
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The MSBP set me up academically.  It sprung me forward ahead of my peers.  When I 
went to private high school, that was kind of a higher educational environment.  So, I was 
right on track with my peers.  A lot of people were coming from other private middle 
schools where you pay a lot.  But, when I left the private high school and went to a 
southern state, I went to another district school, which is a school I went to because of my 
address.  I was ahead of my peers.  I took multiple Advanced Placement classes.  It 
helped me a lot academically and helped me move forward in life. 
 Michael and Don discussed how the high expectations regarding work ethic and character 
were a common experience at the MSBP during their focus group.  Michael stated, “I feel like 
the MSBP taught me to work hard.  No matter what, just work hard and you will get where you 
need to be.”  Don revealed, “we learned about things at a young age that most kids do not start 
learning until they are older.  They expected us to understand what they were teaching us and to 
apply it to our lives.” Jay and Ryan both discussed high expectations in terms of “raising the bar 
high and not lowering it.”  Ryan stated, “He set the bar high and did not lower it for anyone.  If 
you did not reach those expectations you were removed from the school.” All of the participants 
spoke of students who were removed from the school.  Due to the requirement of high 
expectations they did not show any remorse for these students who Ronnie said, “did not make it 
through.”  They related this experience to the workforce in the facet that not everyone will be 
able to maintain and survive in an environment of high expectations.  Jay stated, “we were given 
everything that we needed to be successful, but it was up to us to use the tools.” 
 During their focus group, Jay, John, and Robert discussed their experiences at the MSBP 
acknowledging the rationale for the high expectations that were set forth.  John shared why it 
was expected that they learn the language of the culture of the private schools.  John shared 
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several stories of code-switching in order to conform with the majority culture at times, while 
still identifying with his own culture in other situations.  Robert stated, “The expectations here 
were high because they knew what we would be up against after here.  They knew we could 
compete.”  Jay provided a very detailed narrative explaining the theme of high expectations: 
For high school, I was transferring in from an all-boys school going to a co-ed school that 
had a very tough curriculum.  I think Mr. R. and everybody at the school not only 
prepared me mentally for the private high school, but they prepared me socially too.  I am 
coming from the place of a predominately African American school to going to a school 
where I was one of four African Americans.  So, I was going in there already being 
looked at differently. I was going in there, sometimes, smarter than the kids who were 
considered privileged.  I was well spoken, so if I did not understand what was going on in 
the classroom I could ask a question and not sound silly. I did not have to experience 
people looking at me weird because I am talking different.  So, I was able to speak in a 
manner where I sounded like I came from a great background, which I did.  The MSBP 
gave me a great background.  I was able to carry myself with maturity in that private 
school society.  You had kids who had never seen a struggle a day in their life and then 
here comes a kid, from a different place.  They knew about the MSBP because I had been 
playing them since sixth grade.  So, a lot of guys, I had been knowing them since sixth 
grade and they were more curious to figure out what the MSBP was.  So, I was able to 
explain to them what it was.  And some of those guys I am still close friends with to this 
day.  We have been friends since sixth grade, just playing against them in tournaments 
every year. It definitely prepared me academically, socially, and mentally.  You need 
something like that when you are going to a school where you stick out like a sore thumb.  
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Where there are not too many of your kind as far as African Americans.  Which, I think 
being African American at a school like that definitely takes a certain mindset to try not 
to forget your identity since people constantly say you act like you are white.  You have 
to also not forget where you come from. 
Research Question Responses 
 The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  Therefore, the research revealed 
the common experiences, benefits, and challenges associated with the MSBP.  One central 
research question and four sub-questions guided this study. 
Central Research Question 
What are the experiences of males who attended a MSBP for LISs and persisted to PGS?  
Although the participants shared varying narratives regarding their MSBP experiences, all of 
their experiences identified themes in this qualitative research.  The semi-structured interviews, 
focus groups, and song selection activity responses revealed that all the participants experienced 
character development, social capital, a structured environment, exposure to various experiences, 
brotherhood, and a focus on high expectations while at the MSBP.  All of the participants 
expressed sincere appreciation for their experiences within the MSBP as they have “chiseled 
them” into the men they have become today.  Character development was formed daily within 
the MSBP.  Robert summed it up during his semi-structured interview: 
Middle school is a pivotal moment in a child’s life.  A lot of my values now came from 
the MSBP.  A lot of my pet peeves I got in middle school.  A lot of kids create their 
identity in high school, but I think for my graduating class many of us kind of stayed the 
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same throughout high school. We kept our same mentality; we kept our same look and 
how we dress.  We kept that because that is what we had in middle school. That is the 
structure that we knew. We did not really stray away from that.  So now, I still kind of 
stick to that.  I think a lot of my success has come from those values that I learned then.  I 
mean, I work in an environment where I get paid a salary.  In middle school Mr. R. would 
say, ‘the day is not over until the work of the day is done’ and now that really is the case.  
I cannot leave until I have read all my emails, until I have made sure everything is 
accounted for and everybody knows where they are supposed to be the next day. 
This quote mentioned not only experiences of character development, but also the experience of 
a structured environment.  Ryan explained the experience of a structured environment within the 
MSBP as he described his own personal conflicting views of structure: 
Looking back on my experience, I definitely loved structure. I hated it back then, but the 
structure helped me get through college.  A lot of people drop out of college because they 
do not have that structure or that drive to be disciplined. So, I definitely really appreciate 
that.  We had a very set schedule. I woke up at like 8:00, breakfast at 8:30, class at 9:00.  
Class lasted until like 4:00 or 5:00 p.m. depending on the day.  You had your chores and 
then basketball practice or two-hand touch football or track practice. Then dinner and 
then we have study hall at 7:30, from 7:30 to 9:00.  You have 30 minutes of free time 
before bedtime at 9:30.  A lot of people come to me and asked me throughout my college 
career where I get my drive to study and get ahead and that definitely started at the 
MSBP. 
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When describing the “controlled environment” Garfield stated, “there is no time for 
sleeping or being lazy or complacent.  Chores are mandatory.  You do not get to skip out on it.  I 
liked that controlled environment because it taught me how to be more responsible.” 
Social capital was a common experience for every participant.  Tony stated, “I liked the 
sense of being a part of a family while I was at the MSBP.  A lifelong family.”  Michael 
indicated, “Definitely the people affected my experiences while at the MSBP.  Everyone was just 
so nice and everyone was pushing me to be the best I could be even when I did not see it.”  John 
discussed the advantages of social capital in his semi-structured interview and the focus group.  
John acknowledged, “The MSBP exposed me to a lot of different people.  It opened up doors and 
connected me to a wider range within the city that I would not have had if I had not gone to the 
school.”  Ryan spoke not only of the experience of social capital in his song selection activity 
response when referring to the song “Lean on Me,” but he also included brotherhood. 
All the participants spoke about being a band of brothers.  Garfield spoke of the 
“closeness” between the boys since they had to be together, all day Monday thru Friday.  Within 
this same concept, Don spoke of experiencing a daily situation that almost “forced you” to 
become a brotherhood.  Experiencing an identity crisis while at the school, Don included the 
feelings of “brotherhood” as a contributing factor in finding himself.  Antwuan credited his 
brothers for “keeping him on the straight and narrow” while he was at the MSBP.  Jay recalled 
experiences of trips while at the MSBP and explained how this created a closeness with six 
MSBP peers.  He stated, “I felt like the guys were probably a little closer too going on this trip 
because it was a 14-hour trip in a station wagon, so you probably would not have too much of a 
choice but to be close and to figure it out.  That is a long ride in a station wagon with six people.” 
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Exposure to new and fun experiences was also a commonality among the participants.  
During the second focus group, the participants spoke about playing in tournaments against 
private school teams.  In one particular game, an adult had made a bet that they would not beat a 
particular team.  Jay stated, “they did not think we had a chance against this team.”  Tony stated, 
“we were going to win because the bet included lunch at a fancy restaurant that we had never 
been to, but only if we won.”  They won the game and had the opportunity to experience eating 
at a fancy restaurant that their families could not afford for them to attend.  Many participants 
also discussed meeting new people when considering exposure.  David discussed meeting 
“wealthy people who showed genuine care for African American boys.” 
The last theme involved being in an environment where people had high expectations for 
the students.  They all talked about this experience being transformational for them because it is 
not always typical for people to have high expectations for a black male.  Jay stated: 
Mr. R. made sure that he bought in the right people who were going to do the right thing 
and hold us to the same high expectations that he held us to.  Most importantly, our 
teachers, because we got to see them every day.  So, Mr. R. made sure that everybody 
was on the same mindset path that he was on and that there was not too much lacking 
anywhere.  Everybody has their own ways of trying to teach something, but they all have 
the same goal as Mr. R., which was to become young men. 
Sub-question One 
What are the positive experiences students encountered at a MSBP for LISs?  Similar to 
the central research question, the participants had positive experiences that centered around the 
themes that surfaced from the research.  The participants shared their views of character 
development as a positive experience.  Some of the areas where they experienced improvement 
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in themselves were in professionalism, respect, responsibility, and maturity.  They included 
details of how these experiences may not have seemed positive at the time, but they have become 
constructive events from the eyes of their adult lens.  Developing integrity was a key positive 
experience at the MSBP.  Michael stated, “Being at the MSBP shaped me to have integrity to be 
able to do what I know I need to be doing when no one is around.” 
Social capital was another positive experience that allowed graduates to not only have 
exposure to places, but also to great people.  The participants mentioned the founders, Mr. and 
Mrs. R., as their main source of social capital.  During the focus group interview, Jay spoke of 
the trust that they had in Mr. and Mrs. R.  The participants trusted them to provide a safe 
environment.  Teachers, volunteers, mentors, speakers, and board members were also sources of 
social capital mentioned by participants within the study that provided them with positive 
experiences.  They took the students on trips, cooked their food, were responsibility for their 
daily educational needs, and ministered to their social/emotional needs.  Ronnie stated, 
“Teachers we had were mostly volunteers when I was there.  It is not like they were getting paid 
all that much or at all.  It was more volunteer work and it showed that people cared.”   
A safe environment was another example of a positive experience faced by the 
participants of the study.  Robert stated: 
It is weird to say, but developing a brotherhood with a group of guys who all came from 
dysfunction was really calming because of the way the school was set up.  You would go 
to school during the week and go home on the weekends.  Coming in the MSBP, you had 
grown up with dysfunction around you and then you go to structure.  You try to refuse 
that structure, but then in the end you accept it because you realize you know it makes 
you happy.  It clears your mind.  As a middle school kid you do not think about clearing 
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your mind and think about maturity but, looking back on it, that is really where the 
happiness came from.  Being able to go somewhere during the week where there were 
expectations.  The people, the teachers, the headmasters; they all relied on you to perform 
in school. 
This quote from Robert mentioned not only exposure to a safe environment, but it also validated 
the other participants’ positive experiences around the theme of brotherhood, structure, and high 
expectations. 
Sub-question Two 
What are the barriers students experienced at a MSBP for LISs?  The main barrier 
experienced by students of the MSBP was identified from the theme of structure.  The MSBP 
was set up as a boarding school for LISs.  Every participant reported that staying there was a 
barrier they experienced during some point of their time at the MSBP.  Ronnie stated, “Not being 
able to go home.  That is just weird.  Being on a tight schedule 24/7, I guess that is what makes it 
different.  I did not like it, but at the end of the day it helped us with our time management.”  
Antwuan stated, “Living there was kind of hard at first.  But, Mr. R. was pretty tough.  He did 
not put up with a lot of whining and crying.  So, I kind of started liking it immediately.” 
Keith included not having freedom as a barrier he experienced at the MSBP.  Keith 
stated, “There was not as much freedom, but in a good way though.  It was actually good for me.  
Most young men are spoiled, but a lack of freedom was preparing me not to look to mommy and 
daddy so much.”  Other participants also mentioned the tight schedule as a barrier due to a lack 
of choices, but still recognized the necessity for them to have this structure. When asked what he 
would change about the MSBP, Jay mentioned offering more choices for activities within the 
tight schedule.  Garfield mentioned this same barrier stating, “I disliked that we had to play all 
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the sports.  I do not like track, but we had to go to the track meets and we had to participate in 
them.”  During his focus group Ryan discussed this lack of choice from a different lens; he 
discussed the barrier of restricting creativity during the MSBP: 
The one thing that was lacking from the MSBP was creativity.  The school did not really 
allow students to have their own creativity. We could not listen to our own music.  We 
only had art class one day of the week for one hour.  I think that they do a much better 
job now that the school has evolved, but they need to make sure to allow more creativity 
to come out, especially for middle school boys.  I feel like I lost a lot of my creativity.  I 
was not able to flourish in my creativity until later in life because of that. 
 Race was a barrier that was mentioned during the second focus group by all the 
participants.  All the students within the MSBP were African American when the school first 
opened.  The founders and the majority of the teachers and volunteers were Caucasian.  During 
the focus group, John mentioned one of their classmates who always made race an issue.  He 
included, “When teachers would make comments that were offensive because they were not 
culturally aware, Roy*9would always point it out to them.”  The participants in the second focus 
group discussed the conflict that would result from this.  While the study participants knew no 
one at the school was racist, it was evident that there were comments made that showed 
insensitivity to the African American culture.  Therefore, a lack of cultural sensitivity was also a 
barrier at the MSBP.  The participants also discussed code-switching as a barrier when attending 
the MSBP. Coming in to the MSBP, language was a definite barrier because the founders of the 
 
 
9 Roy was enrolled in the MSBP with several of the older participants, but did not participate in this study. 
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school expected students to speak with proper etiquette.  This was not the case for these 
participants.  They confessed to speaking with horrible grammar and the consistent use of slang, 
yet they understood the necessity to improve their language while not “losing themselves,” 
which required them to code-switch.   
 Ryan discussed not being focused his eighth-grade year as a barrier.  Ryan stated, “I 
coasted through eighth grade.  It is similar to what seniors do in high school.  I got relaxed when 
it came to the last semester of school.”  Ryan and Tre also discussed the lack of mental health 
services as a barrier during the foundational stages of the school.  Tre talked about the 
breakthroughs he experienced his eighth-grade year when a counselor was introduced to the 
school mid-year.  Tre was able to overcome so many issues speaking to this “stranger” about his 
thoughts and feelings that he had kept to himself in the two years prior.  Ryan spoke of the 
necessity for students who have been exposed to trauma and come from low-income 
backgrounds being able to have access to mental health services in school.  Ryan was in the same 
class with Tre and also did not receive the services until his eighth-grade year. 
 Don was the only participant that included the single-gender component of the school as 
a barrier.  Don had trouble identifying with males because he was more into dance than sports.  
For a while, Don struggled to find his own identity at the school, but finally realized that he was 
accepted for who he was at the MSBP.  Being able to leave the school weekly and attend dance 
classes helped Don to overcome this barrier. The barrier Don experienced with identifying with 
males related to the lack of choices within the MSBP.  The school only offered sports as an 
extra-curricular activity and Don identified with dance.  Luckily, he was able to benefit from the 
social capital within the school and Don was partnered with a volunteer who transported him and 
paid for his weekly dance classes.  
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Sub-question Three 
How do the participants perceive their post middle school success in light of attending a 
boarding program?  All the participants attributed their post middle school success to the MSBP 
in some capacity.  Within the semi-structured interviews, focus groups, and song selection 
activity responses sub-question three was answered.  This section will view each participant 
individually to provide answers to sub-question three. 
To begin, Tony answered this question in all three forms of data collection.  In the song 
selection activity response Tony wrote, “It is just like how they bought Will in from Philadelphia 
to California to a mansion.  The R.’s did the same thing for us. It might be a different culture, but 
it has the same scenarios.  It got us out of our old environment.”  This credits Tony’s success 
after the MSBP to making it out of his old environment, which is related to the theme Exposure 
Experiences.  In the semi-structured interview and the focus group Tony had similar responses to 
the most pivotal transformation that resulted from the MSBP related to the Character 
Development theme.  Tony stated: 
I did not realize it until after I graduated from high school because everyone else I knew 
from the neighborhood was taking a different route.  I changed from being a hopeless 
person to a person having hope in the future.  It gave me something to do everyday. 
 Garfield’s responses also aligned with the theme of Character Development.  In his song 
selection activity response Garfield wrote: 
“Alright” is a song about being hopeful for the future even though things can be bad.  In 
the MSBP, the whole thing about it is you are not always guaranteed success.  But, once 
you are there you feel like you can do it, you can do anything. 
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In the semi-structured and focus group interview Garfield credits going to college to the MSBP.  
Due to taking a gap year, Garfield depended on the advice from volunteers of the MSBP’s 
alumni program and the founders.  Garfield explained, “I took a gap year.  Mr. R. and Mrs. G. 
helped me decide what I wanted to do with that gap year.  They gave me some advice about 
SATs and applications.”  Within high school, Garfield also depended on support from the alumni 
program.  Garfield stated, “They helped me get a calculator for math class because I could not 
afford one.”  These experiences were related to the theme Social Capital. 
 Ronnie focused on the theme of Character Development for his song selection response 
activity.  Ronnie discussed how respect was embedded within him during his experience at the 
MSBP.  During the semi-structured interview, Ronnie also talked about professionalism that was 
a direct result of the respect that was embedded within him as a major contributor to his entry 
into and maintenance in college.  Ronnie also focused on the theme of Exposure Experiences.  In 
the semi-structured interview Ronnie stated, “I know sports got me through middle school, so 
sports got me through high school too.  I guess that gave me a focus.”  Ronnie learned to utilize 
sports as a tool to maintain his focus through middle school.  This allowed Ronnie to repeat this 
behavior at his private high school where he played on multiple athletic teams: lacrosse, track, 
football, and basketball.  Ronnie also attributed his PGS to the theme of Social Capital 
explaining, “The MSBP basically gave me the people I needed to know to get places.”  Also, 
Ronnie talked about Mrs. G. from the alumni program helping him get his paperwork together 
for college and speaking with them personally about his financial aid. 
 Although not implicitly stated, Jay focused on the ripple effect when describing how the 
MSBP contributed to his PGS.  When reading over Jay’s semi-structured and focus group 
transcription, it was apparent that he focused on several themes.  For the theme of Character 
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Development, Jay explained the “valuable lessons learned that he carried with him to high 
school, college, and the workforce.”  When focusing on the theme of Social Capital, Jay 
described multiple testimonies of the ripple effect of attending the MSBP and the blessings it has 
brought to his family.  If Jay had not attended the MSBP, he knew who would have never 
attended his private high school.  When Jay’s grandmother was taking online classes, she needed 
to focus strictly on completing these courses.  The parents of Jay’s classmates at his private high 
school allowed him to reside in their homes so that his grandmother could complete her online 
courses.  The same brotherhood that Jay learned to develop within the MSBP, he developed in 
high school and college as the captain of his football team.  When it was time to attend class 
trips, which were too expensive for Jay’s grandmother to afford, someone from his private high 
school always covered the bill.  When Jay’s grandmother had cancer and was experiencing 
health deficits during the treatments, an anonymous person from his private high school paid for 
her to have an in-home nurse.  Jay’s grandmother could barely walk at this moment, let alone 
take care of him.  The private school community also provided food for Jay to take home each 
day that his grandmother was sick.  This is a definite description of the impact of social capital to 
Jay’s success.  These situations could have been pivotal moments that stunted Jay’s ability to 
persist, but the caring community of his private high school, a ripple effect of the MSBP, 
provided care that projected him forward even more. 
 David focused on the theme of Character Development, as well, for his song selection 
activity response.  David stated, “The MSBP taught me to have faith.”  David credits this “faith” 
to his success post middle school since it “gave him something to believe in.”  During David’s 
semi-structured interview, he also focused on High Expectations, Social Capital, and Exposure 
142 
 
 
Experiences.  David provided an explanation that is a combination of all three themes that has 
contributed to his PGS: 
I got around the MSBP and it gave me a different look on life.  Knowing that I was 
around different ethnicities, seeing how much they have so much compassion and care 
towards African Americans.  These are people who were already successful.  These are 
the people who I developed relationships with.  These are the people who I got close to.  
They were depending on me to make it.  They had a good view of me.  That meant a lot.  
So, it made me want to grow.  It made me want to be motivated more. 
 Robert and John credited their experience with roommates at the MSBP to successfully 
being able to live with people in college.  Robert stated, “I could live with anybody going to 
college.  I stayed with Antwuan for two years at the MSBP.  It was not always good, but you 
could not go to housing to switch your roommate.  You just had to figure it out.”  Robert also 
focused on the theme of High Expectations and a Structured Environment when discussing the 
lessons learned from the MSBP and how they have contributed to his PGS.  Robert explained, “I 
got a lot of structure out of learning what expectations were.  That is something that I am taking 
to work with me daily now.”  Also, Robert spoke of a situation in which he and several of the 
participants within the study received a major consequence for not meeting up to the 
expectations in the areas of cleanliness, work ethic, or attitude.  Robert described this lesson as 
one that was not a part of the curriculum, but it was a real-life applicable lesson that taught him 
about what he could lose out on in the world if he did not display the proper attributes in real-
world settings. 
 For Antwuan, a ripple effect involving the themes of A Band of Brothers and Social 
Capital contributed to his PGS.  Antwuan’s best friend, Robert, was also a graduate of the 
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MSBP.  Robert stayed with a host family that was able to help Antwuan at college.  Because of 
the tight bond they developed within the MSBP and high school, Robert felt comfortable going 
to the host family to ask them to support Antwuan.  To further explain the theme of Social 
Capital, Antwuan’s semi-structured interview explained how Mr. H. talked him through his 
decision to enlist in the military.  Also, Mr. R. helped Antwuan learn how to drive, and he is 
currently in the process of helping him to obtain his driver’s license.  These are all circumstances 
that have helped Antwuan reach his current position in life. 
 For Ryan, the quote that was included in his participant description described how the 
MSBP contributed to his success and focuses primarily on the theme of Social Capital: 
The MSBP has changed the course of my life.  I look at myself and where I am in life and 
I look at my family.  I have family members who went through the MSBP and had the 
same opportunities and it really changed the course of my life.  I come from a family 
where the habit is to struggle.  The cycle is to struggle and I live a very comfortable life.  
Mr. R. has always been there for me since I attended sixth-grade through eighth.  Mr. R. 
has a good habit of giving me choices that I cannot refuse.  Of giving me options I cannot 
refuse.  I was able to get a full scholarship to a private high school.  Unfortunately, I was 
removed from the school based on losing myself and participating in activities I should 
not have participated in.  Mr. R. was there to help me; to give me a second chance and 
give me an opportunity at another private school, which led to me getting a full 
scholarship to a university.  Throughout college he has been there and even after college. 
I just graduated from the university in the spring of 2019.  He was able to get me my first 
full-time employment after college.  I want to be that person in the family people can 
look up to. 
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 Don shared how the theme of Social Capital contributed to his success beyond the middle 
school boarding program.  With Don’s passion for dance, it was very important for him to attend 
the performing arts high school.  Without people from the MSBP this would not have been 
possible as Don was initially rejected due to his struggles with academics.  Staff at the MSBP 
advocated for Don to be a part of the program and he was admitted.  Also, Don lived at the 
MSBP for his freshman year of high school.  This allowed Don to continue receiving the services 
of the school while transitioning to high school since freshman year of high school can present 
some of the greatest challenges.  While Don is not currently working in a job related to dance, he 
is still highly interested in pursuing dance as a career.  The MSBP exposed Don to various genres 
of dance, like ballet, that were a new experience for him.  While high school presented some 
challenges for Don academically that were similar in the MSBP, he excelled in his dance major.  
It is significant to note that every student is not academically strong, but there are driving forces 
like dance and sports that contribute to their persistence through school.  Don auditioned for 
various dance schools beyond high school, but his academics were a barrier to admission.  Don 
still reaches back to mentors from the MSBP and they continually encourage him not to give up 
on his dreams of dance.  Don stated, “In the meantime, I know that I have to work full-time until 
I figure out how I can get back into dance.” 
 The themes of Social Capital, Exposure Experiences, and Structured Environments were 
reflected in the semi-structured and focus group interview as influences the MSBP had on John’s 
PGS.  During the interview, John explained how his current job was the result of a connection 
made through the MSBP.  In John’s current job, he has regular communication with the founder 
of the MSBP.  This provides evidence that the theme of Social Capital has contributed to John’s 
PGS.  John also prides himself in being a very structured person.  A lot of this structure was 
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shaped and molded during the MSBP.  The close exposure to people that was required during the 
MSBP allowed John to be able to deal with different types of people in high school, college, and 
the workforce.  John stated: 
I think being within close quarters with so many guys you learn a lot about each other. 
You also learn things about yourself. You are like, I do not like how you did that or I do 
not like what you did. This is really bothering me and learning how to address conflict 
and deal with conflict management.  It helped me interact and deal with different types of 
people. 
 Without question, it is evidenced that the MSBP presented a ripple effect for Tre that has 
contributed to his PGS.  Tre was homeless at one point and a teacher that had volunteered at the 
MSBP allowed him to live with her: 
I had been homeless for about two weeks.  I do not know what happened or if someone 
talked to somebody, but Mrs. N. had caught wind and I had ended up staying with her my 
freshman year.  She pulled up to me one day.  She pulled up and was just like, get in. 
What could I say to her except for yes ma'am?  I ended up staying with her my freshman 
year.  It was amazing honestly.  I caught the bus every day to high school because she 
stayed far out.  But, that was fine.  It was just like home honestly.  With her, it was just 
like staying with your own grandma.  Someone you have known your entire life.   
Tre even accredited his decision to join the military to the structure that was provided by the 
MSBP.  In both of Tre’s interviews he talked about how he would not have joined the military if 
it were not for the MSBP and stated, “The military is easy for me after attending the MSBP.”  
Tre is ranked as a sergeant in the army and has successfully served our country through one 
deployment.  During Tre’s focus group, he also discussed “breakthroughs in mental health” due 
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to dealing with homelessness and abandonment as a result of the MSBP, which contributes to the 
theme of Character Development.   
 Michael answered sub-question three in each form of data collection.  In Michael’s song 
selection activity response, the themes of Exposure Experiences and Social Capital were present 
in their contribution to his PGS in light of attending the MSBP.  Michael wrote: 
…the teachers focused on helping the kids.  All the kids pretty much kind of come from 
the same background and we all knew about each other’s situations. We all knew we had 
the same struggle. What the R.’s did was they took us and put us in a different 
environment, and they showed us that it does not have to look the way that we are seeing 
things.  They showed us a different side of life. So, we all got to experience things that no 
other kid that comes from where we come from really experienced. So, it put us in a 
better place. 
This experience has been an impact for Michael through high school and beyond.  In Michael’s 
semi-structured interview he discussed the theme of Character Development and how it was built 
during his time at the MSBP.  Michael discussed how he overcame laziness, increased his 
confidence, and built integrity.  Michael stated, “It is the valuable lessons that I learned there that 
taught me to be able to get through anything.” In Michal’s focus group interview he continued to 
discuss how the theme of Character Development was reflected in his MSBP experience and 
how this has helped him beyond the middle school.  Michael stated, “The MSBP helped me more 
than academically.  I really think they helped me become a better man.  It taught me a lot of 
valuable lessons that a lot of kids do not get to learn.” 
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Sub-question Four 
How do the participants perceive the challenges overcome post middle school in light of 
attending the boarding program?  Various participants have faced challenges since attending the 
MSBP.  Within the semi-structured interviews and focus groups, sub-question four was 
answered.  This section will view some of the participants experiences to provide answers to sub-
question four that reflect the themes that were identified from this study. 
Tony confessed to being incarcerated at one point after graduating from high school.  
Tony admitted that this was his lowest point in life.  At this point, Tony was lacking in the 
themes of Character Development and a Structured Environment.  There was an awareness that 
was present within Tony’s narrative.  This was an isolated event in Tony’s life that he could not 
allow to happen again due to his need to be a present father for his daughters.  The responsibility 
of fatherhood was an eye-opening experience for Tony.  Regarding this incidence Tony stated in 
his semi-structured interview: 
I am not trying to admit, but I have taken some detours in life.  I have gotten myself in 
trouble.  But, that was my lowest point.  We all have a valley.  I have had my highs and 
my lows.  Once, I got to the lowest point.  If it was not for this school, I probably would 
have stayed down there.  But, because of this school I know where I want to be in life. 
 Ryan also went through a challenge that reflected a time which he did not utilize the 
values that he was taught during his time at the MSBP.  In Ryan’s focus group interview, he 
admitted to repetitive cheating that called for expulsion from his private high school.  Ryan was 
humble enough to contact Mr. R. to ask for help.  The theme of Social Capital is reflected within 
this experience.  Mr. R. was able to utilize his connections with a different private high school 
and they admitted Ryan for the remainder of his high school years.  Ryan learned a valuable 
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lesson from this experience and ended up graduating from his university on the dean’s list.  
Without the social capital of Mr. R., however, Ryan shared awareness that his life outcomes 
could have been very different. 
Garfield’s challenge was taking a gap year and not knowing what to do within that time.  
Garfield could not obtain advice from his mother or grandmother because they did not attend 
college or have experience with the paperwork required for enrollment.  Therefore, Garfield 
reached out to the people within the alumni support program.  The theme of Social Capital was 
present within this example of overcoming a challenging experience in light of attending the 
MSBP.  The alumni support program provided Garfield with advice about taking his Scholastic 
Aptitude Test and college enrollment.  At the time of this study, Garfield continued to work full-
time for the same organization he started at during his gap year and he was also a second-
semester freshman in college.   
Jay and Robert faced challenges after attending the MSBP that required them to rely on 
the theme of Social Capital and Character Development.  Jay’s grandmother was receiving 
cancer treatment, which caused her to become immobile.  During this time, the ripple effect of 
attending the MSBP and receiving a scholarship to a private high school created social capital 
that improved these circumstances.  Robert experienced a similar situation when his grandmother 
was in the hospital and his friend’s parents from his private high school required him to stay with 
them instead of home alone.  Resiliency was a component of character development discussed 
within the focus groups.  When Jay and Robert experienced these challenging situations, they 
acted with resiliency and had hope that they would overcome these difficult circumstances. 
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John struggled with his identity during his high school years.  John did not feel that the 
MSBP had prepared him to attend private high school.  The narrative from John differed from 
the other participants within the study who attended private high schools.  John stated: 
The MSBP did not prepare me for a place like my private high school because it is a 
predominantly white high school. That dynamic was very different for me.  In a way, I 
went through an identity crisis when I was in high school just because I was trying to 
come to terms with who I was as a black student.  I also was coming to terms with the 
fact that I would go to school with upper-class students, so they have cars.  I am catching 
the bus.  Their parents can take them on vacations for spring break or in the summer.  I 
am chilling at home or working.  So, at some point I had to accept where I was in my life 
and accept who I was and just be okay with that.  I think, at the MSBP, we did not have 
to worry about it because we all had similar backgrounds, but this was definitely 
something that I had to figure out for myself. 
During their focus group John, Jay, and Robert discussed the expensive class trips that are 
offered at private high schools.  Jay and Robert benefitted from the social capital within their 
school by receiving financial support from parents of their classmates who attended their private 
high schools; they were able to participate in these trips.  John did not participate, and it was 
evident that this was a challenge he faced during his high school years.  Jay and Robert even 
questioned John asking, “Did you ask anyone for help?” John did not respond verbally, instead 
he rolled his eyes and started a different conversation.      
Tre was homeless his freshman year of high school.  Homelessness is a challenge that 
afflicts LISs.  Tre was able to stay with a former volunteer teacher of the MSBP for the 
remainder of his freshman year until he could move to another state to live with his father. The 
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social capital that was obtained as a result of attending the MSBP provided Tre with his basic 
need of shelter. 
Robert and Antwuan, and Michael and Don have remained best friends as a result of 
attending the MSBP.  Each of these pairs of best friends shared stories of how their brotherhood 
allowed them to overcome challenges that they were faced with after attending the MSBP.  The 
social capital that Robert built while staying with his host family in high school allowed him to 
connect Antwuan with them to receive much needed support during college.  Michael and Don 
have built a lifelong friendship that allows them to rely upon each other for emotional support 
when they face challenging times.  Michael stated, “When I am feeling down, my best friend 
Don reminds me of what we have been through and encourages me to keep my head up.” 
Summary 
 The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  Twelve graduates of the MSBP 
who persisted to PGS based on college experience, the workforce, or military enrollment 
participated in this study.  Semi-structured interviews, focus groups, and a song selection activity 
response were utilized to acquire data for this study. 
 Within the study, I focused on capturing the participants’ lived experiences of the MSBP 
and its contribution to their PGS.  Data analysis using Moustakas’ (1994) methods of 
transcendental phenomenology identified six major themes: Character Development, Social 
Capital, Structured Environments, Exposure Experiences, A Band of Brothers, and High 
Expectations.  Each form of data collection, semi-structured interviews, focus groups, and a song 
selection activity revealed the themes, and presented answers to the central research and four 
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sub-questions.  The study revealed that the experiences within the MSBP were a major 
contributor to the PGS of the participants.  The participants understood that the character 
development, social capital, and brotherhood that were built during their time at the MSBP were 
all contributing factors to their success after they graduated from the program.  They also 
acknowledged the role of structure, exposure to new experiences, and the necessity to sustain 
high expectations in their persistence to PGS after attending the MSBP.  Although there were 
barriers students faced at the MSBP, these challenges developed a resiliency that they carried 
with them beyond the program that also contributed to their perseverance in achieving PGS.  
This chapter provides a fusion of the participants’ experiences at the MSBP and the contributions 
of the program in high school and post-graduation. 
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CHAPTER FIVE: CONCLUSION 
Overview 
The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  This chapter begins with a 
concise summary of the results with brief answers to the research questions followed by a 
discussion of the study findings in association with the empirical and theoretical literature.  
Theoretical, empirical, and practical implications are then addressed with recommendations for 
policy makers, administrators, teachers, and parents.  Following the recommendations, this 
chapter explains the delimitations and limitations of the study and provides recommendations for 
future research.   Chapter Five concludes with a summary of the study.   
Summary of Findings 
Through the analysis of semi-structured and focus group interviews, and a song selection 
response activity, six themes were identified regarding how MSBP graduates who have persisted 
to PGS described their experiences: Character Development, Social Capital, Structured 
Environments, Exposure Experiences, A Band of Brothers, and High Expectations.  There were 
similarities between the data that addressed the essence of these experiences.  The demographics 
of the participants as male, minority, and LISs, identified them as students who faced risk factors 
that would traditionally contribute to a lack of success.  However, participants acknowledged 
their experiences within the MSBP in their perseverance through and after their high school 
years.  In addition, the research questions guiding this study were grounded in Purkey’s (1970) 
invitational theory. 
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The central research question, “What are the experiences of males who attended a MSBP 
for LISs and persisted to PGS?” identified all six themes as contributing to their PGS: Character 
Development, Social Capital, Structured Environments, Exposure Experiences, A Band of 
Brothers, and High Expectations.  In terms of character development participants reported 
improvements in their overall integrity.  Participants provided stories to support the valuable 
lessons learned within the MSBP that allowed them to focus on their academic, spiritual, social, 
and emotional development.  The participants revealed that an atmosphere of high expectations 
contributed to their academic improvements.  The experiences within the MSBP instilled 
principles such as respect, responsibility, perseverance, and intestinal fortitude through the 
structured environment that was provided daily.  Access to social capital was an influential 
experience for the participants as well. They discussed the connections with people of varying 
success levels, numerous trips, and multiple opportunities for new experiences that were 
presented to them based on their access to caring adults within the MSBP.  A sense of 
brotherhood was also developed by each participant within the study and provided them with 
lifelong friendships. 
Sub-question one, “What are the positive experiences students encountered at a MSBP 
for LISs?” identified all six themes: Character Development, Social Capital, Structured 
Environments, Exposure Experiences, A Band of Brothers, and High Expectations.  Participants 
shared a sense of pride during focus groups when discussing the numerous ways that the MSBP 
had built their character.  They all credited Mr. and Mrs. R. for their access to social capital 
within the MSBP.  They discussed all the positive experiences, such as trips, access to mentors, 
and feelings of optimism, that resulted from this social capital.  High expectations within the 
rigorous curriculum and requirement to maintain integrity provided a sense of optimism for 
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participants.  By providing the participants with structure, the MSBP created a positive 
atmosphere that included a warm, loving, and safe environment that was different from what 
they had experienced within their homes.  The band of brothers that was created within the 
MSBP was a positive experience that each participant was able to utilize while in middle school 
as a motivational social group instead of the negative peer influences in their neighborhoods. 
Sub-question two, “What are the barriers students experienced at a MSBP for LISs?” 
mainly identified the theme of Structured Environments.  Every participant identified the 
boarding component of the MSBP as a barrier they all had to overcome.  Some participants 
identified the environment as too strict, but understood the necessity to provide this controlled 
setting.  Participants also included the lack of choices within the curriculum and extra-curricular 
activities as barriers they experienced while attending the MSBP.  Ryan’s description of losing 
his creativity due to the lack of music and arts programming within the MSBP provided an 
example of this barrier. 
Sub-question three, “How do the participants perceive their post middle school success in 
light of attending a boarding program?” identified all six themes as contributors to their PGS: 
Character Development, Social Capital, Structured Environments, Exposure Experiences, A 
Band of Brothers, and High Expectations.  Each participant was able to utilize the experiences or 
social capital from the people associated with the MSBP in high school, college, the workforce, 
or the military.  Participants shared stories recognizing character development, the structured 
environment, and high expectations as vital factors to their success in private high schools, 
college, the workforce, and military.  Improvements in their character that were a direct outcome 
of attending the MSBP allowed them to be punctual and carry themselves with a level of 
professionalism.  Compelling narratives were shared that illustrated the ripple effect of attending 
155 
 
 
the MSBP.  Students accessed social capital that resulted from the MSBP to combat 
homelessness, financial strains, failures, and difficult home situations that would usually deter 
the success of these participants.  Lifelong friendships created through brotherhood developed 
during their time at the MSBP were advantageous to the participants success as they provided 
motivation to one another through different life milestones. 
Sub-question four “How do the participants perceive the challenges overcome post 
middle school in light of attending the boarding program?” revealed the theme of Social Capital 
as an advantage and identified the lack of Character Development and Structured Environments 
as contributing to challenges.  Participants were able to persist through challenges as a result of 
the social capital that was built through the MSBP.  There were stories shared that revealed how 
they maintained relationships with people from the MSBP and were able to ask for help to 
overcome the challenges they faced in their lives in high school and college.  When revealing 
shortcomings of incarceration and expulsion, two participants acknowledged the detour from the 
lessons and values that were instilled during their time at the MSBP.  Thankfully for them, they 
were able to steer themselves back on the road to success. 
Discussion 
 The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  The findings of this study 
emphasize the significance of MSBPs for the marginalized population that was represented 
within this research.  Purkey’s (1970) invitational theory served as the theoretical framework for 
this study. 
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Theoretical 
 Invitational theory provides strategies for schools to offer intentionally inviting people, 
places, policies, programs, and processes in order to motivate students to develop intellectually, 
socially, physically, emotionally, and morally (Purkey & Stanley, 1991; Shaw & Siegel, 2010).  
This theory utilizes a starfish analogy to explain how a school has the power to help students 
overcome challenges and obtain success; a starfish uses steady and continuous pressure to 
eventually overcome an oyster, which is its food, with its five arms.  Steady and continuous 
improvement of the entire culture of the school within the five areas of people, places, policies, 
programming, and processes will allow a school to take on a holistic approach that is 
transformational for its students (Purkey & Novak, 2008).  Purkey & Novak (2008) include a 
figure that highlights the starfish analogy with traits from each of the five powerful “P’s” of 
people, places, policies, programming, and processes (See Figure 5.1).  A similar figure was 
created to reflect the findings in relation to the data analysis that took place within the study (See 
Figure 5.2).  As illustrated in the figure and Appendix J, participants within this study identified 
components of each of the powerful “P’s” that were contributors to their PGS. 
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Figure 5.1 Starfish Analogy; (Purkey & Novak, 2008) 
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The powerful “P” of people was identified by every participant as a contributing factor to 
their success.  The participants recognized that they were in an environment of easily accessible, 
caring adults who genuinely cared about their future success.  This built an atmosphere of respect 
between the caring adults and the students.  Respect is one of the four assumptions of invitational 
theory that is based on psychological and philosophical notions that stresses the positive 
development of individuals (Purkey & Siegel, 2003).  Therefore, this atmosphere of mutual 
respect was a booster for the participants self-concepts, which is a foundational component of 
invitational theory (Purkey, 1978).  Self-concept theory and the perceptual tradition are two of 
the three frameworks that helped to form invitational theory (Purkey, 1978).  This framework is 
related to the results of this research as the people within the MSBP were able to provide the 
students with a positive perception of themselves through an ethos of care.  This positive 
perception promoted optimism within the participants of this study.  Optimism is another 
assumption of invitational theory that is beneficial for promoting success (Purkey & Novak, 
2008).  When students have a positive self-concept they are willing to work harder.  This was 
evidenced through the theme of High Expectations.  Students were held to high expectations 
despite their background, which motivated them to achieve more than what they saw in their 
neighborhoods.   
Jay recognized the dependability of the adults within the MSBP and validated that they 
were individuals who upheld their word in action.  This allowed trust to be formed between the 
participants and the people who were responsible for the care of the students within the MSBP.  
Trust is another assumption of invitational theory (Purkey & Novak, 2008).  Purkey and Siegel 
(2003) recognized the significance for teachers to model characteristics of reliability, 
consistency, dependability, personal authenticity, and truthfulness to build trust.  Due to the 
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ability of the founders, teachers, and other adult role-models within the study to build trusting 
relationships, the participants have built relationships that have lasted beyond the experiences of 
the MSBP.  Every participant has kept in touch with someone that they met from the MSBP or 
through the MSBP, as a ripple effect, that has contributed to their PGS.  Social support, 
scholarships, financial support in terms of resources, and connections with jobs have stemmed 
from these lasting relationships.  Intentionality is also an assumption of invitational theory that 
was addressed within the study (Purkey & Siegel, 2003).  Intentionally inviting adults are 
optimistic, trustworthy, and respectful (Purkey, 2006).  Participants revealed that the adults who 
they encountered within the MSBP displayed these traits. 
The powerful “P” of places was also identified by every participant as a contributing 
factor to their success.  Most significant to this study and invitational theory, the MSBP provided 
students with a safe place.  While invitational theory focuses on the physical environment and 
what you can see (Purkey & Novak, 2008), it is important to include that the MSBP provided a 
physical building that was free of environmental and/or societal dysfunction that plagued a lot of 
their lives.  Each participant within the study identified with a chaotic environment, whether it 
was within their home or their neighborhood.  Participants did not have to worry about issues of 
violence, gangs, homelessness, or loss of water or electricity services while they were at the 
MSBP.  Windows were not boarded or broken, and all the maintenance of the building was 
functional.  This supplied each participant with a warm environment.  Exposure to the MSBP set 
a new precedent and eliminated any negative risk factors that were associated with an unsafe or 
chaotic home/neighborhood. 
Students were responsible for the cleanliness of the school, which is a factor of places 
within invitational theory (Purkey & Siegel, 2003).  A clean environment is an important 
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component of invitational theory as it is important for the building to be visually welcoming and 
appealing for students.  Participants had to be taught how to clean and this practice was a 
community effort.  Administrators and teachers cleaned with the students to model the required 
expectations, which demonstrates the democratic ethos of invitational theory (Purkey & Novak, 
2008).  The democratic ethos is the third framework that formed invitational theory; it focuses on 
deliberative dialogue, mutual respect, and shared activities (Purkey & Novak, 2008).  Although 
the MSBP was a very strict environment with required expectations, which may not reflect this 
democratic ethos completely, the participants were continuously exposed to the shared activities 
component of this framework.  They were taught how to make their beds, organize their 
wardrobes, vacuum, sweep floors, mop, take out trash and recycling, wash windows, and clean 
bathrooms.  Performing these activities with teachers and other adults made it seem like less of a 
chore and more of a bonding experience.  The principle of cleanliness maintained even post-
MSBP.    
The powerful “P’s” of processes and programs were identified by every participant as 
either a contributing factor to their success or an area that needed improvement.  The participants 
were provided with a rigorous curriculum that was evidenced by the theme High Expectations.  
Most participants believed that the MSBP prepared them for their high school academically.  
While it was a rigorous curriculum, however, there was not a lot of choice provided to the 
participants.  The participants were required to participate in sports and there were no other 
consistent extra-curricular activities.  Ryan discussed the loss of his creativity while at the 
program as a result of not being able to listen to his own style of music or engage in arts 
experiences consistently.  At the time of the study, French was the only language offered to the 
participants.  Therefore, participants discussed the need for more choices within the curriculum 
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and extra-curricular activities.  To support the democratic ethos, choice is needed for students 
within the curriculum (Purkey & Novak, 2008).  With more choices, the MSBP can further meet 
the needs of its students by providing a curriculum that meets not only their academic needs, but 
also their social needs.  Also, professional development was needed within the MSBP as cultural 
sensitivity was a barrier that participants identified within the program.  Participants discussed 
the occasional use of statements that were considered in invitational theory as disinviting 
messages (Purkey & Novak, 2008).  These statements are the result of ignorance and poor 
judgement and may include announcements to students that are interpreted as disinviting 
regardless of the teacher’s good intentions (Purkey, 2000).  Cultural sensitivity training is a 
necessary component for teachers who come from backgrounds that differ from the population 
they service. 
 The powerful “P” of policy was identified by every participant as a contributing factor to 
their success.  Policy refers to the rules used to regulate the school (Purkey & Novak, 2008).  
The theme of Structured Environment supported this factor.  Every participant discussed the 
structure of the MSBP as beneficial, whether it related to discipline, routines, or the controlled 
environment.  Invitational theory suggests that policies should be reasonably and fairly enforced 
(Purkey, 2000).  All of the MSBP students participate in a summer program at the school, which 
provides an introduction to the rules and expectations of the school.  Every participant knew 
what the consequences were up front and they were consistent for every student.  The 
participants discussed how consequences were good or bad within the program and this allowed 
them to understand the use of their effect beyond their MSBP experience. 
 This study contains several examples of participants’ stories that supports the use of 
invitational theory within the MSBP.  A holistic approach that included the five components of 
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invitational theory was embedded within the MSBP.  While there were improvements that were 
needed in the areas of processes and programming, the people, places, and policies were 
significant in transforming the participants. 
Empirical 
The current literature emphasizes the significance of a positive environment for minority 
male LISs, specifically during the middle school years.  The developmental milestones that occur 
during adolescence when a student is in middle school cause students to face challenges socially 
and emotionally that can lead to academic, social, and emotional difficulty (Lindt & Blair, 2017).  
LISs have societal and environmental pressures that place them in higher risk categories than 
their more affluent peers (Goldstein et al., 2015; Sanacore, 2017).  The MSBP that the 
participants within this study attended provided an environment that promoted success during 
their middle school years and beyond.  This study presents new qualitative data as research on 
single-gender MSBPs is scarce. 
Minority, male LISs suffer more from the transition to middle school (Williams, 2018).  
Therefore, for this population, there is a great need for positive relationships with adults in order 
to promote student success (Akos et al., 2015; Jackson et al., 2014).  The participants within this 
study confirmed this research through the identified theme of Social Capital.  The boarding 
component of the MSBP requires the adults within the lives of the students to take on more of a 
parental role since they are there throughout the week.  Each of the participants provided stories 
that demonstrated an ethos of care from the adults within the MSBP.  Through their investments 
of time, energy, and resources the administrators, teachers, volunteers, and mentors within the 
MSBP provided participants with opportunities for growth by fostering trusting relationships that 
started within the program, but extended beyond their middle school years.  Better supports 
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during the middle school years are vital to the success of low-income students since these years 
are critical to their future academic routes (Schwartz et al., 2015).  The participants identified 
their connections with people as one of the greatest supports that was provided by the MSBP. 
Male LISs raised without a father require a positive, male adult role-model to teach them 
the responsibilities of manhood (Goodkind, 2013).  Male LISs can be provided these role models 
within a boarding school setting by a teacher, dorm parent, or mentor (Bass, 2014).  The 
participants within this study confirmed this research with repeated narratives of the lessons that 
they learned from various male role-models in the process that they considered becoming a man.  
Specifically, each participant spoke of the close interactions they had with Mr. R., who acted in 
multiple roles within the school: administrator, teacher, coach, dorm-parent, and building 
maintenance.  Robert, Antwuan, Jay, John, Ryan, Ronnie, and Garfield included that they still 
have regular contact with Mr. R.  When trusting relationships are built across cultures and SES, 
this can lead to building social capital., which has been shown to improve life outcomes for 
students (Cox, 2017; Dubois & Keller, 2017; Galindo et al., 2017; Hurd & Zimmerman, 2018; 
Lareau; 2015).  This study supports this research as Mr. R. has become a source of social capital 
for these students.  Each of the participants who admitted to reaching levels of success that they 
would not have without the MSBP have been able to benefit based on the theme of Social 
Capital.  Mr. R. and each adult mentioned in the study have eliminated the risk factors LISs face 
that limit parental support by coming alongside the custodial parent in partnership.  It is 
important to note that the participants never mentioned them replacing the parent.  Instead, they 
became an extension of their family by providing a level of familial support that is equal to 
students from higher income brackets.  This created equal opportunities for the participants 
164 
 
 
within the study.  Robert, Jay, John, Ryan, Tre, Tim, and Garfield all shared stories of their 
mothers and grandmothers receiving support from the people associated with the MSBP.   
Boarding schools provide a safe, structured environment for LISs that promotes their 
academic success (Bass, 2014; Crier, 2015; Curto & Fryer, 2014; Martin et al., 2014).  Each 
participant acknowledged the structure of the MSBP in helping them obtain success to support 
this research.  The structure allowed them to develop routines that were instrumental during high 
school, college, the workforce, and military.  It also taught participants the cause and effect 
dynamic of life: for every action there is either a good consequence or a negative outcome.  
Participants benefitted from the strict environment of the MSBP because it allowed them to 
understand the implications of choices and how consequences build character.  With extended 
school days, boarding school programs for LISs can provide curriculum that includes character 
education to improve social skills (Bass, 2014).  The MSBP confirmed this research through the 
theme of Character Education.  The participants explained how character education was 
embedded not only within the curriculum, but it was also taught during practices, clean-up, and 
dinner.  Participants discussed punctuality, professionalism, respect, and responsibility as a result 
of the structure and character education that was provided at the MSBP.   
Disparities in access to quality education have been present in history since the 
conception of academic testing between income brackets (Hebert, 2018; Owens, 2017; Sanacore, 
2017).  This study diverges from this research as the MSBP was set up to provide male LISs with 
a quality education.  This was confirmed within the research through the theme of High 
Expectations.  Participants were challenged within the MSBP with a rigorous curriculum and 
held to high expectations.  They were required to attend study hall to support their educational 
endeavors, which was an academic support that created routines that were beneficial beyond the 
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boarding school experience.  With the theme of High Expectations, this study supported the 
research of Mizala et al. (2015) regarding the self-fulfilling prophecy. The participants discussed 
how they had teachers with high expectations who believed in their success.  Therefore, the 
students strived to meet expectations based on the beliefs their teachers.   
The participants also revealed that the experiences of the MSBP prepared them for 
attending private high schools.  Research says that LISs have more difficulty in private high 
schools and elite colleges than their more affluent peers (Jack, 2014).  Nine participants were 
given opportunities to attend elite private high schools on scholarship, which eliminated some of 
the financial barriers for these students.  Remaining financial barriers were supported through the 
social capital obtained.  An alumni support program provides participants with needed resources 
that can be a financial burden at private high schools.  Of the nine participants who started at 
private high schools, six of them graduated from these schools.  The three participants who left 
were due to factors from home that could not be remedied by the MSBP and they did not involve 
the academic ability of the participants.  Therefore, this study provides evidence that LISs can be 
successful within private high schools if they have experiences similar to what was provided at 
the MSBP. 
Additionally, boarding programs provide hands-on educational and life-skills experiences 
to LISs through field trips, speakers, and other enrichment experiences (Martin et al., 2014).  The 
participants within this study confirmed this research through the identified theme of Exposure 
Experiences.  The participants provided several narratives that explained the opportunities they 
had that exposed them to new and interesting experiences.  Don was introduced to ballet, which 
allowed him to eventually attend a performing arts high school.  Jay was the captain of a team 
for the first time at the MSBP, and he later became the captain of his football teams in high 
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school and college.  Ronnie developed a passion for travel while attending multiple out-of-town 
trips during his enrollment at the MSBP, which motivates him to obtain an income that can 
support travel.  Robert attended Washington D.C. to speak on behalf of the MSBP, which 
required leadership skills.  He works in a position now where proper speech is a necessity.  
David’s exposure to affluent people who genuinely care motivated him to have a stronger desire 
for success.  The exposure for the participants of the study allowed them to develop mindsets and 
skills that have motivated and allowed them to persist to success. 
Related to the single-gender aspect of the MSBP, the results of this study supported 
research.  An all-male environment creates a sense of brotherhood for students (Jackson et al., 
2014; Oeur, 2017).  Participants stressed the importance of brotherhood while attending the 
MSBP.  This sense of brotherhood helped participants overcome the challenge of homesickness.  
The boarding aspect of the program required students to be close and the brotherhood that was 
developed within the MSBP created a sense of family that was not present for all participants 
prior to attending the program.  It is advantageous for male LISs to develop positive peer groups 
as this stage of development is marked by stronger influences from peer groups than adults 
(Buckley, 2018; Carolan et al., 2015).  Participants admitted to motivating each other while they 
were students within the MSBP and after they graduated.  Antwuan and Robert remain best 
friends, as do Don and Michael.  The MSBP created lifelong friendships that have been a 
contributing factor to their PGS. 
The participants were forthcoming regarding the struggles of their upbringings.  Each 
participant mentioned an ACE factor or environmental barrier present in their upbringing.  
Environmental barriers that can hinder success included violent neighborhoods, negative peer 
interactions, and exposure to gangs (Brooms, 2015).  ACE factors that were included from 
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participants within the study were neglect in the form of homelessness, exposure to domestic 
violence, parental separation or divorce, having an incarcerated member of the home, and not 
being raised by both biological parents (Soleimanpour et al., 2017).  Despite the presence of 
these factors, it was surprising that the participants chose to focus more on how the presence of 
their ACEs or environmental barriers produced resiliency instead of shortcomings.  Although 
Ryan and Tre included the lack of counseling services until their eighth-grade year, their 
connection with the founders and mentors were strong enough to supplant the social and 
emotional difficulties that can result from being exposed to ACE factors.  This supports research 
that access to mentors and caring teachers can be a way to combat anger, aggression, and other 
mental health issues that stem from ACEs (Williams, 2018) or negative environmental exposure 
(Brooms, 2015).  It was evident within this research that the participants were able to utilize 
themes of A Band of Brothers, Social Capital, and Character Education to turn their traumas into 
resiliency.   
Implications 
 The results of this study describe the experiences of high school graduates who persisted 
to PGS after attending an all-male MSBP for LISs.  The findings have implications for policy 
makers, administrators, teachers, and parents; they allow these stakeholders to develop a better 
understanding of how they can better support these students.  This section discusses the 
theoretical, empirical, and practical implications obtained from this transcendental 
phenomenological research. 
Theoretical 
 The results of this transcendental phenomenological study indicates that attending the 
MSBP not only made a difference in the lives of the students that attended this school, but it also 
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contributed to them persisting to PGS.  Purkey’s (1970) invitational theory explains how the use 
of intentionally inviting people, places, policies, programs, and processes are effective in 
motivating students to develop intellectually, socially, physically, emotionally, and morally.  
Invitational theory also focuses on the four assumptions of optimism, trust, respect, and care, 
which are based on psychological and philosophical notions that stress the positive development 
of individuals (Purkey, 1978).  Each participant included discussions of optimism, trust, respect, 
and care when referring to the people, places, programs, and processes at the MSBP and how 
they contributed to PGS.  All the participants were productive citizens within society striving 
towards a more purposeful life. The college students within the study were focused on 
completion to reach their long-term goals.  Additionally, participants who were in the workforce 
and military shared stories of obtaining higher levels of success than they have already reached. 
Policy makers must understand the principles of invitational theory when developing 
plans for MSBPs for LISs.  Within policy makers control, it is important to be intentional about 
advocating for funding that will allow the administrators to hire qualified teachers and support 
staff needed to provide rigorous, quality education to meet the needs of LISs.  Leaders in 
administrative positions have the authority to implement components of invitational theory 
within the schools they oversee.  It is important for them to make sure that all teachers, support 
staff, volunteers, and mentors uphold the principles of invitational theory daily.  Professional 
development should take place prior to its implementation and be continuous.  Furthermore, 
invitational education has to be monitored through evaluations.  Invitational theory focuses on 
the people in students’ lives providing them intentionally inviting messages in word and action 
(Purkey & Siegel, 2003).  Therefore, teachers must take the time to engage in self-care, 
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professional development, and trauma-informed care in order to be able to provide the academic, 
social, and emotional support for their students utilizing this theoretical framework.   
Empirical 
 An empirical implication of this study is that the results of success for minority, male 
LISs can provide policy makers with needed qualitative data to begin to advocate for more 
research or government and private funding for additional MSBPs.  Due to the expensive cost to 
fund a MSBP, policy makers would have to be supportive of these programs to allow more 
models to appear in areas with higher populations of LISs.  Funding would be necessary to 
provide MSBP faculty, staff, and administrators with the training and support that is necessary to 
support these students in areas of trauma-informed care, mental health, and cultural sensitivity.  
As there are already economic costs for minority, male LISs who enter the juvenile justice 
system or who end up in the school-to-prison pipeline (Crier, 2015) it would be efficient to 
invest in their possible success rather than their failures of adolescent delinquency or 
incarceration.  The costs of incarceration not only involve jail, but also lost income, tax revenue, 
and productivity in society also have to be considered as factors.  
 This study presented evidence about the importance of exposure for LISs who may not 
have opportunities to engage in experiences beyond their neighborhoods.  Each participant 
shared how the MSBP provided them with the chance to go places where they would never go or 
engage in activities that were outside of the experiences of their neighborhoods.  It inspired them 
to want these experiences in their future.  Some of the participants discussed kayaking, fishing, 
plays of varying artistic mediums, hiking in mountains, picking and cooking fresh fruit, and 
attending out-of-town sporting events.  Therefore, it is important for administrators, teachers, and 
parents to be intentional about providing opportunities for exposure for their students/children in 
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the form of field trips, vacations, and outings.  When students can witness and partake in these 
activities, it inspires them to work towards achieving a level of success in which they can make 
this a part of their normal culture (Lareau, 2015).   
Practical 
All the participants within the study were able to clearly communicate a relationship that 
helped them beyond their years at the MSBP.  The social capital that was created for these 
participants allowed them to attend public and private high schools with continued academic and 
social support, navigate the process of college applications and financial aid, and acquire jobs.  It 
is vital to the success of minority, male LISs that the school, classroom, dorm-life, and 
extracurricular environments are inviting to students regardless of their challenges so that 
relationships are formed that keep students connected to not only learning, but also the social 
capital that is involved with these contacts.  This is the responsibility of administrators and 
teachers to build and monitor these relationships and make sure that they are carried out within 
safe boundaries. 
Minority, male, LISs come to school facing many risk factors that cause disparities in 
their academic, social, and emotional achievement (Dudovitz et al., 2017).  This study 
communicates the behaviors and philosophy of care that are needed to meet the needs of these 
students within MSBPs.  Administrators, teachers, and parents alike must understand what it 
takes to provide this higher level of care for these students while still maintaining rigorous 
expectations and providing structure.  Policy makers should consider developing teacher and 
support staff preparation programs that are included at the collegiate level that expose teacher 
and mental health worker candidates to the level of care that is needed to promote success in this 
population.   
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Delimitations and Limitations 
 There were several delimitations that were implemented to limit and define the 
boundaries of the study.  The first delimitation of the study was gender.  Due to the focus of the 
study on single-gender education all participants were male. The second delimitation included 
the past SES of all participants.  All participants involved within the study were LISs when 
attending the MSBP.  These delimitations were necessary as the study investigated disparities 
between male, LISs and their female and higher-income counterparts.  Other delimitations 
included the purposeful and criterion sampling of participants; this study was limited to only 
graduates of the MSBP who were identified by former founders of the school and teachers as 
having attended all three years, graduating from high school, and obtaining PGS.  This 
delimitation ensured that the researcher only selected participants who had experienced the 
phenomenon (Creswell, 2013; Moustakas, 1994) of attending the MSBP and obtaining PGS.  
Due to the middle school years being a tipping point for the remainder of a student’s education, 
there was a delimitation of participants having to attend the MSBP all three years, so they were 
not subjected to experiences at a different school. 
 Limitations were present in this study that could be potential weaknesses, but could not 
be controlled within the research.  This study focused on only one boarding program for LISs in 
the southeastern United States.  Not only was the setting limited by the location where the 
research took place, but there were also no other known MSBP for LISs in this area.  Therefore, 
it is unknown if other programs would produce similar results.  All of the students within the 
proposed study were African American due to the historical constituency of the school.  The 
community where the MSBP is located was primarily African American, and only attracted this 
ethnicity during its beginning phase.  Thus, it is unknown if other racial groups would have the 
172 
 
 
same experience.  The requirement for participants to have received a high school diploma and 
reached a criterion of PGS, limited their ages to early adulthood.  The identified participants 
were between the ages of 19 and 24 due to the length of time the school had been open.  It is 
unknown whether older participants who have had more time to settle into their jobs or careers 
would view their PGS as a result of their middle school experience.      
 Another limitation included researcher bias.  Researcher bias is a consistent concern 
within phenomenological research (Moustakas, 1994).  Conducting a phenomenological study 
allowed me to explore a gap in order to share the actual, lived experiences of the participants.  
However, I was passionate about and experienced with studying this marginalized population.  
Therefore, preconceived judgments could have possibly occurred within this research.  
Researchers bias was taken into consideration throughout this study by engaging in the Epoche 
process and keeping a reflexive journal throughout data collection (Moustakas, 1994).  Although 
I did not have any previous interaction with participants of the study, being a current employee 
of the school was another limitation.  It could possibly determine the honesty of answers from 
participants.  The Hawthorne Effect was addressed by incorporating measures within the study, 
such as disclaimers of anonymity, to ensure questions were not answered as a means to please 
me or avoid telling the truth about their former school.   
Recommendations for Future Research 
 The aim of this study was to develop a deeper understanding of the lived experiences of 
minority, male LISs who attended a MSBP and obtained PGS.  Although this research focused 
on minority LISs, African Americans were the only participants available at the time of this 
study.  Future research should look at other minority ethnicities and Caucasians, as well, who 
come from low-income backgrounds.  Despite ethnicity, risk factors occur for LISs and it would 
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be beneficial for this entire population to determine if MSBPs are advantageous for promoting 
success.  This same research should include studies of females who come from low-income 
backgrounds as they are also faced with disparities in comparison to their higher income peers. 
 This study did not include interviews with the school leaders, teachers, or volunteers 
from the MSBP.  Replicating this study with the individuals who were responsible for leading, 
teaching, and mentoring the participants within this study could provide a deeper understanding 
of the factors that contributed to their PGS.   This would also provide a view of the MSBP 
students from a different lens in order to provide a method of verifying the results of the study. 
Future research could also include the participants’ guardians.  These guardians could share their 
narratives about the transformations they saw take place in their children’s lives while attending 
the MSBP.  If guardians are honest, they will also depict a clearer understanding of the 
participants’ backgrounds.  To take it one step further, future research could provide the 
experiences of students who did not make it completely through the MSBP.  Research could 
identify whether these adults reached PGS.  By examining the life outcomes of adults who did 
not complete the program for various reasons, researchers could further validate the results of 
this study by comparing the experiences of the two subgroups; participants who graduated from 
the MSBP and individuals who attended other middle schools due to not being able to 
successfully complete the program. 
 While MSBPs for LISs are scarce, it is significant to study these models across the 
country.  Studying models across the United States would provide a better understanding of how 
various MSBPs impact PGS and this could allow for replication of these models.  Also, it is 
significant to continue research on MSBPs and their long-term success to determine if they are 
worth funding since the cost is double that of public schools.  A critical ethnography would be a 
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useful qualitative research design to use to provide a voice for African American, low-income 
males who attend MSBPs.  The researcher would be able to immerse themselves within the 
MSBP environment to better understand the challenges faced by this population and to witness 
what yields academic, social, and emotional gains for this cultural group.  This critical 
ethnographical approach could include an advocacy perspective as this population is a 
marginalized group (Creswell, 2013).     
Summary 
The purpose of this transcendental phenomenological study was to describe the 
experiences of high school graduates who persisted to PGS after attending an all-male MSBP for 
LISs in an urban community in the southeastern United States.  This study was necessary to add 
to the lack of literature on the experiences of LISs who attend MSBPs.  The central research 
question utilized to understand the long-term benefits of the experiences of male students from 
low-income backgrounds who were a part of a MSBP was: What are the experiences of males 
who attended a MSBP for LISs and persisted to PGS?  The sub-questions for this study focused 
on benefits and challenges associated with the school and how these experiences contributed to 
their success in light of attending the MSBP.  Results from the data analysis identified six 
themes: Character Development, Social Capital, Structured Environments, Exposure 
Experiences, A Band of Brothers, and High Expectations. 
The significance of the MSBP and how it contributed to the PGS of its participants 
involved building relationships.  Each of the six themes required the students to develop trusting 
relationships.  Related to Character Development, the students let down their guards to build 
trusting relationships with the founders, teachers, mentors, speakers, and other volunteers in 
order to develop positive virtues that have benefitted them in obtaining PGS.  These same 
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relationships have been a source of Social Capital that have allowed them to meet basic needs of 
shelter, food, and clothing; and acquire scholarships to private high schools and colleges.  
Participants trusted the guidance of the adults who provided Structured Environments for them 
within the MSBP, which allowed them to excel in adulthood by developing a strong sense of 
awareness of outcomes that can result from life choices.  The MSBP allowed each participant 
Exposure Experiences in which the relationships they built there provided them with trips, social 
meetings, special events, and mentoring engagements that were life changing opportunities.  The 
Band of Brothers created within the MSBP created lifelong relationships with peers from similar 
backgrounds that were still valuable at the time of this study.  The ability of the adults within the 
MSBP in maintaining High Expectations for the participants built their self-esteem allowing 
them to flourish academically, socially, and emotionally well beyond their graduation from the 
program.  The relationships that were built during the MSBP were the key to opening up doors of 
opportunities for the participants. 
The MSBP within this study contributed positively to the PGS of the participants.  The 
participants acknowledged their attendance at the MSBP as a contributing factor of their 
persistence to PGS.  They understood that character development, social capital, and brotherhood 
that were built during their time at the MSBP were all contributing factors to their success after 
they graduated from the program.  They also acknowledged the role of structure, exposure to 
new experiences, and the necessity to sustain high expectations in their persistence to PGS after 
attending the MSBP.   Future research should focus on other models of MSBPs for LISs, the 
inclusion of different ethnicities within research, and perspectives of parents, teachers, school 
leaders, and adults who were not able to successfully complete their enrollment within the 
MSBP.    
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APPENDIX B:  SCHOOL APPROVAL LETTER 
 
 
July 11, 2019 
  
  
Dear Lavinia Hawkins: 
  
After careful review of your research proposal entitled The Impact of a Middle School Boarding 
Program:  A Phenomenological Study of Low-Income Minority Male Students Persisting to Post-
Graduation Success, we have decided to grant you permission to utilize our facility for interviews 
and contact our former founders and teachers for information and to contact our former graduates 
and invite them to participate in your study. 
  
         The requested data WILL NOT BE STRIPPED of identifying information before it is 
provided to the researcher. 
  
        We are requesting a copy of the results upon study completion and/or publication. 
  
 
What’s best for the boys, 
     
Paul Perconti 
Board Chair  
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APPENDIX C:  EMAIL RECRUITMENT LETTER TO PARTICIPANTS 
 
Dear Former Middle School Boarding Student:  
  
As a graduate student in the School of Education at Liberty University, I am conducting research 
as part of the requirements for a Doctor of Education degree. The purpose of my research is to 
describe the experiences of high school graduates who persevered to post-graduation success 
after attending an all-male middle school boarding program.  I am writing to invite you to 
participate in my study.   
 You were selected as a possible participant because you are a minority (non-white) male 
between the ages of 19-30 who completed three years at the middle school boarding program and 
earned a high school diploma.  You were also identified as meeting one of the following three 
post-graduation success criteria: (a) you are in at least your sophomore year of college, (b) 
serving in the military or, (c) employed full-time by an established organization for at least six 
months.  If you are willing to participate in the study, you will be asked to partake in the 
following tasks: 
• Participate in a one-hour one-on-one interview with the researcher.  The interview 
will take place in a mutually agreed upon location either face-to-face or using an 
online format.  The interview will be audio and/or video recorded. 
• Participate in a forty-five to sixty-minute focus group with the researcher and other 
participants.  The focus group will take place in either a face-to-face format or an 
online format depending on the availability and geographical location of study 
participants.  The focus group will be audio and/or video recorded. 
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• Submit a song selection response activity through email to the researcher, which will 
take thirty to forty-five minutes.  This activity will require you to choose a song 
related to the middle school boarding program and send the lyrics along with an 
explanation of the song’s relation to your experience.  
• Participate in the member-checking process to review the findings and conclusions 
reached by the researcher and to provide feedback on the accuracy of the information 
you provided.  This will take approximately sixty minutes to complete. 
Your name and/or other identifying information will be requested as part of your participation, 
but the information will remain confidential.    
To participate, click on the link provided (link to online screening questionnaire) and complete 
and submit the required screening questionnaire to provide written verification for eligibility to 
participate.  If you are determined eligible to participate, I will email you a consent form and 
contact you to schedule your interview.  The consent form contains additional information about 
my research.  You will be asked to sign and return the consent form at the time of the interview.  
If you have any questions, please contact me at lehaynes2@liberty.edu or 502-435-3159. 
 
 
Sincerely,  
  
Lavinia Hawkins 
Doctoral Candidate 
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APPENDIX D: BEGINNING SURVEY – QUESTIONNAIRE 
Question 1:  Are you a minority (non-white) male between the ages of 19-30?    Yes  or   No 
(If eligible for the study, you will be asked for verification with an ID before signing 
the consent form) 
Question 2:  Did you ever attend Saving Our Sons School*10?     Yes   or     No  
Question 3:  Were you a student at Saving Our Sons* for at least three years? Yes   or     No 
Question 4:  Did you graduate from high school?  Yes   or    No   
Question 5:  What is the name of the high school? 
______________________________________________________________________________ 
Question 6:  What year did you graduate?  __________________________ 
Question 7:  Which one of the following have you completed?  Please fill out one. 
• Currently in at least your sophomore year in college  
_______________________________________________________________________ 
Name of University                                                               Current Year 
 
• Enlisted in the military 
_______________________________________________________________________ 
Branch                                                                                   Current Duty Station 
 
• Working a full-time job for at least six months 
_______________________________________________________________________ 
Employer            Length of Time on Job 
 
Question 8:  Would you be willing to participate in a phenomenological study pertaining to the 
middle school boarding program (MSBP)?     Yes   or   No 
 
 
 
10 *Saving Our Sons School was used as a pseudonym on this copy of the questionnaire to protect the identify of 
participants. 
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Question 9:  Are you confident in your ability to thoroughly reflect on and discuss your 
experiences related to the MSBP?  Yes or No   
   
If you would like to participate in this study, please provide your name and contact information.  
Name: ______________________________________________________  
Phone Number: _______________________________________________ 
Email Address: _______________________________________________ 
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APPENDIX E: CONSENT FORM FOR PARTICIPANTS 
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APPENDIX F:  INTERVIEW QUESTIONS 
Standard Open-Ended Interview Questions for Participants 
1. Please tell me about your favorite activity to engage in. 
2. Please recall your favorite memory of the Middle School Boarding Program (MSBP). 
3. What have you experienced in terms of the MSBP that impacted Post Graduation 
Success (PGS)? 
4. What factors (people, the physical environment, school policies, school programs, and 
school culture) have influenced or affected your experiences of the MSBP? 
5. How did the MSBP affect you? 
6. What changes in your life do you associate with the MSBP? 
7. What did you like about the MSBP? 
8. What did you dislike about the MSBP? 
9. How did the MSBP help you get through high school? 
10. How did the MSBP help you obtain PGS? 
11.  What relationships did you build during the MSBP that helped you in high school? 
12.  What relationships did you build in the MSBP that helped you beyond high school? 
13.  How have you obtained PGS? 
14.  What do you attribute your PGS to? 
15.  What else is significant that you need to share in reference to the MSBP and its impact 
on PGS?  
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APPENDIX G- FOCUS GROUP QUESTIONS 
Focus Group Open-ended Questions for Participants 
1. What is your overall evaluation of how the middle school boarding program is helping 
prepare students for a successful life? 
2. What do you all think your lives would be like if you had not attended the middle school 
boarding program? 
3. How was brotherhood developed or not developed within the middle school boarding 
program? 
4. What are some things you would add or change about the middle school boarding 
program now that you are an adult? 
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APPENDIX H: SONG SELECTION RESPONSE ACTIVITY 
Song Selection Prompts for Participants 
1. Choose any one song that reminds you of your experiences within the middle school 
boarding program. 
2. Provide the complete lyrics along with the song title for the song from an internet lyrics 
source. 
3. Please describe, in a minimum of one paragraph, why the song is related to your middle 
school boarding program experience. 
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APPENDIX I: SONG SELECTION RESPONSE ACTIVITY SAMPLE (DON) 
Song Selection 
“I Just Can’t Wait to Be King” From the Lion King 
Lyrics 
I'm gonna be a mighty king, so enemies beware! 
I've never seen a king of beasts With quite so little hair 
I'm gonna be the mane event Like no king was before 
I'm brushing up on looking down I'm working on my roar 
Thus far a rather uninspiring thing Oh, I just can't wait to be king! 
No one saying do this (Now when I said that--) No one saying be there (What I meant was--) 
No one saying stop that (What you don't realize--) No one saying see here (Now see here!) 
Free to run around all day (That's definitely out--) Free to do it all my way! 
I think it's time that you and I Arranged a heart-to-heart 
Kings don't need advice From little hornbills for a start 
If this is where the monarchy is headed Count me out 
Out of service, out of Africa I wouldn't hang about 
This child is getting wildly out of wing Oh, I just can't wait to be king! 
Everybody look left Everybody look right 
Everywhere you look I'm--Standing in the spotlight 
Not yet Let every creature go for broke and sing 
Let's hear it in the herd and on the wing It's gonna be King Simba's finest fling 
Oh, I just can't wait to be king! Oh, he just can't wait to be king! 
Oh, I just can't wait... Just can't wait 
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 To be king! 
 Explanation 
My song is “I Just Can't Wait To Be King” from The Lion King and I chose that song because 
one, that was the song that I chose for audition for the high school that I went to. I went to a 
Youth Performing Arts School.  It was actually very hard to get into that high school. But, the 
MSBP, they kept pushing for me to be able to get in there and once I got there it was a whole 
different experience because it was a lot of different people from different backgrounds for me. 
So, I had to adjust to that and I was not at a private school anymore.  So there were a lot of 
people who I did not know. The MSBP helped me by being there still for me to be able to go 
back.  I actually still lived at the school for a year while I was in high school.  So, that is another 
reason why this song reminds me of the school.   
Also, I really like that song because in the movie Simba was really young and we were really 
young whenever we went to the school and it basically talks about you cannot wait to be king. 
He cannot wait to be great and do all the things that you want to do whenever you are great.  The 
school always taught us about being our own great.  So, it just motivates me and pushes me to 
know that I can get to Greatness.  
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APPENDIX J: THEMES RELATED TO RESEARCH QUESTIONS 
THEMES RELATED CODES 
Theme One:  Character Development • Accountability 
• Adversity 
• Character 
• Confidence 
• Conflict Management 
• Dedication 
• Encouragement 
• Etiquette 
• Faith 
• Forgiveness 
• Greatness 
• Growth 
• Instilling 
• Integrity 
• Intestinal Fortitude 
• Joy 
• Lessons 
• Man of Character 
• Maturity 
• Mindset 
• Motives 
• Perseverance 
• Prepared 
• Pressing Forward 
• Principles 
• Productivity 
• Professionalism 
• Religion 
• Respect 
• Responsibility 
• Shaking Hands 
 
Theme Two: Social Capital • Advice 
• Alumni Support 
• Call 
• Connected 
• Connections 
• Family 
• Genuine 
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• Guidance 
• Help 
• Host Family 
• Job(s) 
• Mentor(s) 
• Nice 
• Opportunities 
• People 
• Pop-ups 
• Rank 
• Reaching Out 
• Relationships 
• Role-Model 
• Scholarship(s) 
• Second Chance(s) 
• Support System 
• Volunteer(s) 
Theme Three: Structured Environments • Active 
• Cause and Effect 
• Cleaning 
• Chore(s) 
• Consequence 
• Consistent 
• Controlled Environment 
• Discipline 
• Drive 
• Focus 
• Forced 
• Innate 
• Isolated 
• Mentality 
• Outcome(s) 
• Pushing 
• Routine 
• Strict 
• Structure 
• Tedious 
• Timing 
Theme Four: Exposure Experiences • Basketball 
• Better Place 
• Classes 
• Different Environment 
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• Experience(s) 
• Exposure 
• Extracurricular 
• Field Trip(s) 
• Food 
• Home(s) 
• Neighborhood(s) 
• Performance(s) 
• Positive 
• Roommate(s) 
• Sport(s) 
• Tournament(s) 
• Vacation(s) 
• Visit(s) 
Theme Five: Band of Brothers • Best Friend 
• Brother 
• Brotherhood 
• Close 
• Closeness 
• Comfortable 
• Community 
• Dependable 
• Family 
• Friend 
• Friendship(s) 
• Hanging Out 
• Interactions 
• Lean On 
• Lifelong 
• Motivate 
• Nonjudgmental 
Theme Six: High Expectations • Academic Rigor 
• Accountable 
• Challenging 
• College 
• Education 
• Excel 
• Expectations 
• Graduate 
• Graduation 
• Hard 
• Holding the Bar High 
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• Homework 
• Prepared 
• Private School 
• School 
• Workforce 
• Work Hard 
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APPENDIX K:  EMAIL PERMISSION TO USE STARFISH ANALOGY FIGURE 5.1 
 
